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FROM THE EDITOR . 
In This Issue ... 
American colleges and universities are responding 
to what amounts to a national mandate to increase their 
efforts and success with minority recruitment and reten-
tion of both students and faculty. Demographic studies 
and resulting projections reveal often surprising statistics 
regarding the nation 's cultural mix by the year, 2020. 
Clearly, the populations of minority groups are increasing 
rapidly in the United States, and apparently, the educa-
tional institutions are not keeping pace with these 
changes, demographically or programmatically. It seems 
to us that the institutions are expending great energy and 
many dollars on introspection, and analysis of the current 
scene; this is an essential phase in the evolution of the 
solution . Additional funding and increased lip service are 
not producing the immediate, dramatic increases in num-
bers of minority involvement in education, and this is 
frustrating. Frustration, itself, is an essential step toward 
Editorial Comment . . . 
Reginald Wilson, Visiting Professor for Cultural Diver-
sity at Eastern Illinois University, has raised the con-
sciousness of a university by challenging faculty and ad-
ministrators to review personal and institutional attitudes 
toward minority students and faculty in terms of recruit-
ment and retention. The challenge was not issued be-
cause it was his role to challenge; it was not issued be-
cause of the current enrollments of minority students; it 
was not issued because it was the moral thing to do. It 
was issued because Eastern Illinois University and other 
educational institutions, public or private, elementary, 
secondary, or higher education, have to confront the re-
ality of America's changing demographic makeup: stu-
dent-aged populations are becoming increasingly less 
white. America is becoming a "Nation of Color." 
African Americans, Asians, and Latinos all have 
higher birth rates than do whites. These higher birth rates 
are changing the color and culture of American schools, 
public or private, elementary, secondary, or higher edu-
cation. Equal inclusion of people of color into the educa-
tional process makes sense for all people, according to 
Dr. Wilson. He states that all people in general and Amer-
icans in particular are interdependent at the macro and 
micro levels. As a result, economic and ecological survival 
makes it imperative that people of color be given a par-
ticipatory role consistent with their growing population. 
People of color are demanding a meaningful role in 
contemporary society. The educational system can play 
an important role in this process. It is through the educa-
tional system that young people are socialized into soci-
ety. The educational system can prepare young people 
for citizenship in a culturally diverse society where diver-
sity is viewed as a strength and where people recognize 




an ultimate solution, for it is that frustration that eventu-
ally will force us to identify and face the reality of the 
many deep rooted social conditions which are the causes 
of low percentages of m inority students and faculty in-
volved in higher education. 
Minority recruitment and retention in higher educa-
tion is the topic of this special focus issue of the Journal. 
The Guest Editor is Dr. Raymond Calabrese, Professor 
and Chair, Department of Educational Administration, at 
Eastern Illinois University. He has compiled a series of 
papers from well-known researchers and consultants in 
the field who review and comment on the demographics 
of America's changing population, analyze the problems 
associated with minority involvement in education, and 
propose some solutions to the problems. 
RML 
In the last ten years, college enrollments have in-
creased among all minority groups: only African Amer-
icans fall below the rate of the white population. This is 
a tragedy. At a time in America's history when education 
is viewed as vital to the nation's survival as an economic 
and world power, the largest minority population, African 
Americans, have the lowest increase in college atten-
dance. This tragedy is compounded by the fact that the 
number of African American males attending college 
in the past ten years has decreased and by the fact 
that more African American males are in prison than in 
college. 
This special issue of the Journal addresses the 
urgency of understanding the African American experi-
ence in education in general, and higher education in 
particular. Put simply, the problem is how to change 
monolithic, non diverse approaches to managing increas-
ingly diverse students in the American educational sys-
tem. All of the papers appearing in this issue represent 
responses to some aspect of this problem. 
Wilson explains changes occurring in public school 
systems and describes the implications of these changes. 
Morris and Neal, utilizing data from recent studies they 
have directed, discuss the relationship that exists be-
tween minority access and financial aid. Siegel describes 
the actual process of not only making the attraction and 
retention of minority students and faculty a reality, but, 
she also treats this topic from the point of view of campus 
accessibility and receptivity for minorities. Her paper is 
rich in implementation approaches. Calabrese, Tucker-
Ladd, and Jones discuss the problems many minority 
students experience in making functional accommoda-
tions to the monocultural ethos that drives values, at-
titudes, and personal beliefs at many universities. Parker 
makes a strong case for racial and cultural diversity 
in training school administrators given the changing 
demographic nature of the United States and the need 
for schools to be led by principals who are willing to be 
more inclusive to cultural differences. Unfortunately, edu-
cational administration programs continue to prepare 
white, male individuals for public school leadership roles. 
The Bailey, Bartz, Williams, and Hall paper discusses the 
relationship of excellence in public schools with commit-
ment to cultural diversity, analyzing the forces that impact 
cultural diversity within four contexts: community, dis-
trict, school, and classroom. 
This edition would not have been possible without 
the cooperation of many people, including the authors; 
the Dean of the College of Education, Charles Joley; the 
Assistant Dean of the College of Education, Ronald Leath-
ers; University Affirmative Action Director, Judith Ander-
son; and, Dr. William Mosley whose insights, criticisms, 
and editorial assistance were invaluable. All of the papers 
deserve careful reading. It is a pleasure to make them 
available to you. 
R. L. Calabrese 
The Implications Of Changing 
Demographics For School Systems 
Reginald Wilson 
Dr. Reginald Wilson is the 
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Past Population Characteristics: 
The United States is the most racially and eth-
nically diverse nation in the world and is rapidly 
becoming even moreso (Pine and Hilliard, 1990). 
However, its diversity was achieved in two very dif-
ferent waves of immigration. After the separation 
from England and the founding of the nation, the 
overwhelming immigration to America was Euro-
pean. The slave trade was legally ended in 1808 
(Franklin, 1967). Thereafter, successive waves of 
Europeans - Irish, Italians, Poles - came to these 
shores as economic conditions in their home coun-
tries fluctuated. The great bulk of European immi-
gration was between 1840 and 1920, tapering off 
thereafter and remaining relatively stable until after 
World War II. Although European immigrants rep-
resented a variety of ethnic groups, they shared a 
common Caucasian racial heritage and a common 
Judeo-Christian religious heritage which, despite 
their differences, provided for much homogeneity 
of their cultural outlooks. 
Although slaves represented a substantial part 
of the population in the Southern states, with the 
overwhelming increase in European immigration, 
their numbers as a portion of the total population 
dwindled considerably. By 1900, the non-white 
population represented only 12.9 percent of the 
total: blacks, 8 percent; Hispanics, 3 percent; Asians 
1 percent; and American Indians, .9 percent. 
Present Population Characteristics: 
After World War II, the patterns of immigration 
to the United States were strikingly different from 
the earlier ones. Previous immigration from Europe 
had been primarily economically motivated, 
whereas postwar immigration was the result of es-
caping war or authoritarian regimes. With the 
triumph of the Communists in China in 1949, 
thousands of Chinese escaped to Taiwan and many 
ventured onward to the United States. The after-
maths of the Korean and Vietnam conflicts also sent 
many refugees from Pacific Rim countries to these 
shores. Civil war and the oppression of authori-
tarian regimes drove many South and Central 
Americans here, as it also did refugees from Cuba 
and Haiti. Deteriorating economic conditions were 
the primary impetus for Mexicans (the single largest 
group) to come to America by both legal and illegal 
means. 
In the 1980s, immigration to the United States 
was 44 percent Hispanic, 40 percent Asian, 6 percent 
Caribbean or African, and only 10 percent European. 
These numbers, combined with the higher birth-
rates of Hispanics and blacks, have doubled the non-
white population from what it was at the turn of 
the century to 25 percent, and assures that 
minorities will be one-third of the American Popu-
lation by the year 2000, and an even greater pro-
portion in the 21st Century. (Wilson, 1990). 
What is immediately apparent is not only that 
the newer immigrants are almost entirely non-
white, but that most come from non-Western cul-
tures as well. This has profound implications for 
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every facet of American society, but most particu-
larly for its educational and cultural institutions. In-
deed one publication recently speculated on what 
the U.S. would be like when whites are no longer 
in the majority (Time, April 9, 1990). Suffice it to 
say that schooling has already been the most af-
fected by these demographic changes and will un-
doubtedly be on the cutting edge of future change 
quite simply because people of color are a younger 
population and the effect on schools is felt first 
before it reaches the broader societal institutions. 
Early Impact of Demographic Changes: 
The earliest effect of demographic changes on 
schooling was the simultaneous consequence of 
blacks winning court cases to desegrate the schools 
(Brown v. Board of Education, 1954), and the migra-
tion of blacks and Hispanics from rural areas into 
the cities, now representing the two most urbanized 
ethnic populations. With the utilization of busing 
for desegration and the transfer of industries from 
the cities to the suburbs, white flight left most urban 
public school systems with majority populations of 
people of color. Indeed, of the 25 largest metropoli-
tan areas, all have public school populations in 
which minority youngsters are in the majority, irres-
pective of the racial composition of the adult popu-
lation in the city as a whole. For example, New York 
City is predominantly white, but the public schools 
are overwhelmingly black and Hispanic. What this 
means is that adult voters in these cities are often 
reluctant to tax themselves for schools which their 
own children do not attend (Wilson, 1990), and 
inner-city school systems are also seen as burden-
some by predominantly white state legislators. 
Desegration has undoubtedly had the most pro-
found effect upon public schooling of any phenome-
non since World War II. It has caused bitter political 
struggles, prolonged court battles, and racially di-
vided communities (Silberman, 1970). "While large 
[white] immigrant ethnic populations were being 
assimilated, the patterns of segregation and separa-
tion of the Negro and white sub-societies were so-
lidifying." (Brookover and Erickson, 1969). Thus, the 
educational experiences of white immigrants and 
black and Hispanic migrants were made signifi-
cantly different by both law and custom until the 
courts overturned legal segregation. Despite all of 
the turmoil accompanying its implementation, de-
segration has resulted in improved achievement for 
minority pupils with no impediment to the achieve-
ment of majority students, according to the most 
careful research studies (Jaynes and Williams, 
1989). However, substantial segregation remains 
due primarily to white flight to the suburbs, racially 
restricted housing patterns, and Supreme Court 
restrictions on metropolitan desegration plans. 
What will occupy observers of demographic 
changes in the future will be the sheer magnitude 
and rapidity of such changes and their marked im-
pact on the developing process of American school-
ing. 
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Future Prospects for Schooling: 
An important issue for educators confronted 
with these awesome and complex demographic 
changes is the necessity of disaggregating the 
socioeconomic changes within groups for purposes 
of policy-making and educational planning. Thus, 
it is not just necessary to ask about the educational 
needs of Asians, but to ask as well the further ques-
tion, "Which Asians?" For example, the earlier wave 
of Asian immigrants was composed mostly of 
Chinese and Japanese who are now third and fourth 
generation American citizens. The next Asians were 
from Taiwan, Singapore, Hong Kong, and the Philip-
pines. All of the foregoing groups are highly edu-
cated and middle class in economic status (Carter 
and Wilson, 1989). Their children do well in school 
and they form the basis of the stereotype used to 
characterize all Asians as the "model minority." 
However, the latest group of Asian immigrants 
- Vietnamese, Laotians, Thai, Hmong - refugees 
from war-torn countries, are poor, often illiterate in 
their native language and requiring many social ser-
vices when they arrive in the United States. For 
example, the largest enrollment in English as a Sec-
ond Language courses in California is Asian, not 
Hispanic as one would expect. However, the plight 
of these newest Asian immigrant groups is often 
overlooked because they are all subsumed under 
one homogeneous label and are all thought to be 
doing well. 
Similarly, among Hispanic immigrants, many 
Cubans and South Americans come from well-to-do 
families with high educational attainment. Yet, they 
too are subsumed under the common rubric "His-
panic" and are often thought to need the same sup-
port services as Mexicans and Puerto Ricans. 
Moreover, well-to-do Hispanics, Asians, and Afri-
cans are often targeted as affirmative action hires, 
thus circumventing the actual needs of disadvan-
taged and underrepresented groups who have his-
torically been discriminated against by both custom 
and legal strictures. 
Future Educational Needs of New Populations: 
Based on the foregoing descriptions, the most 
important requirement of educators dealing with 
the dramatically increasing new populations is to 
disaggregate and identify those groups most in 
need of services and to target them for the most 
efficient and economical use of resources: ESL 
classes, basic skills, and continuing · education. 
Moreover, in the future there will be an increased 
need to develop multicultural curricula to reflect the 
diverse backgrounds of new populations as well as 
to expose majority persons to the rich heritage of 
people of color (Carter and Wilson, 1989; Trachten-
berg, 1990). 
In addition, there is a concern that the teaching 
staff may not reflect the increasing diversity of the 
children in the schools. It is expected that by the 
year 2000, minorities will compose 40 percent of 
the students in public school, yet fewer minorities 
are electing to major in teacher education than was 
true a decade ago (Zapata, 1988). For example, 
while blacks are currently 8 percent of the teaching 
force, their numbers are expected to dwindle to 5 
percent by the year 2000 when blacks will be over 
one-fourth of the public school pupils (Whitaker, 
1989). 
Educational Problems of Diversity: 
Unfortunately, ethnic diversity not only brings 
enrichment to America, but engenders problems as 
well. Under segregation, schools were relatively 
homogeneous and harmonious. However, the har-
mony was a false one because it was based on 
perceptions of superiority and inferiority, in-
adequate funding for minority schools, and re-
stricted access to educational excellence (Silber-
man, 1970). There is a strong nativistic, xenophobic 
tendency in American society that views racial and 
ethnic difference with hostility and suspicion. When 
Irish, Italian, and Jewish immigrants came to the 
United States they were discriminated against by 
the Anglo-Saxon Protestant majority. However, the 
most virulent bigotry was reserved for people of 
color. Thus, when school desegregation was or-
dered by the Supreme Court in 1954, nearly every 
jurisdiction fought bitterly to maintain segregation, 
even threatening the lives of minority children at-
tending white schools, requiring that they be pro-
tected by federal troops (Ashmore, 1988). 
Most of this reaction diminished either through 
the forcefulness of state and federal enforcement 
or white flight to the suburbs, or both. Nevertheless, 
during the past decade, the commitment of the fed-
eral government to civil rights enforcement has di-
minished, and a resurgence of attitudes of bigotry 
is now increasingly apparent in the general society 
and particularly in educational institutions (Garcia, 
1989). 
There is a danger, therefore, that as we see the 
increasing presence of minority students in both 
K-12 and postsecondary institutions, increases in 
racial friction will require the clear and forthright 
leadership of educators in expressing their oppos-
ition to acts of bigotry and in making anti-racism a 
priority of the educational mission of their institu-
tions (Caldwell, 1989). In some elementary and sec-
ondary schools students themselves are taking the 
initiative to address bigotry in their institutions 
(Polakow-Suransky and Ulaby, 1990). In some col-
leges and universities administrators and students 
are working to develop multicultural curricula and 
anti-biased codes of conduct (Farrell, 1988). These 
are very encouraging initiatives but much more 
needs to be done. 
Summary and Conclusions: 
Demographic projections indicate that the cur-
rent rapid increase in America's minority population 
will continue well into the 21st Century. From the 
1920s to shortly after World War II American ethnic 
population numbers were quite stable with whites 
being in the overwhelming majority and blacks, the 
largest minority, effectively segregated from 
mainstream institutions. That false tranquility was 
shattered by the school desegregation decision of 
1954, the civil rights movement of the 1960s and 
1970s, and the extensive legislation establishing 
minority rights. The ensuing turmoil caused major 
disruptions in American society and considerable 
resistance by the majority population. Neverthe-
less, desegregation was established firmly as a fact 
of life in America's institutions. To overcome the 
years of discrimination and neglect, special educa-
tional programs were established by the federal 
government with the ostensible purpose of bringing 
blacks (and Hispanics) up to parity with the majority 
population: Headstart, affirmative action, bilingual 
education, and basic skills programs. However the 
equalizing effect of these programs was often offset 
by the practice of race and class stratification within 
schools, increased tracking, and raising the 
academic requirements for admission to the most 
competitive educational programs (Carter and Wil-
son, 1989). Thus, despite compensatory programs, 
blacks, Hispanics, American Indians and "new" 
Asians remain substantially at the bottom of the 
educational ladder. Thus, the drive to equalize edu-
cational opportunity will require not only substan-
tially more resources to disadvantaged populations 
but a complete restructuring of what schools do in 
the teaching-learning process that can significantly 
increase the educational achievement of minority 
students (Finn, 1990). There is increasing evidence 
that this can be done (Anderson, 1988). What may 
be lacking is the national will to achieve this trans-
formation of educational institutions. 
Following the Civil Rights movement of the 
1960s, the greatest demographic changes in Amer-
ican society were the surging populations of His-
panics and Asians. They, combined with an increas-
ing black population, constitute for the first time 
the likelihood of whites being in the minority in 
several states and not having a substantial majority 
in the near future. This has already led to a backlash 
and the increased expression of bigotry in American 
society. The ultimate test will be whether the United 
States can successfully overcome its past of prej-
udice and discrimination and become a truly plural-
istic and leading nation. Its position as a viable so-
ciety and as an internationally competitive world 
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The number of African American students on 
college campuses is decreasing in a time when the 
African American student-aged population has in-
creased and the high school dropout rate has 
stabilized (American Council on Education, 1988). 
In effect, African American students are not opting 
to attend college. Those who do choose college are 
overwhelmingly female. Universities and colleges 
have responded by (1) increasing the level of com-
petition for available African American students, (2) 
increasing resources for minority recruitment and 
(3) implementing strategies that demonstrat~ the 
'wholesomeness' of campus life (DePalma, 1990). 
In the end, winners and losers are determined by 
the ability or failure to attract African American stu-
dents and increase minority enrollments. However, 
any victory may be illusionary. What may actually 
be occurring is an increase in competition that is 
generating an environment which encourages the 
exploitation of available African American students 
as a means to improving the public image of the 
university. In effect, the recruitment of African 
American students has become the means to an 
end rather than an end. 
Exploitation is the reality of the educational ex-
perience for many African American students, espe-
cially those who are poor or have failed to under-
stand the unwritten requirements of the culture that 
drives the American educational experience. It be-
gins in kindergarten and becomes progressively 
more apparent the longer minorities are associated 
with schooling (Calabrese, 1989). Exploitation is ob-
served in the use of students of color to attract 
greater federal funds without improving the educa-
tional experience. It is observed in tracking students 
of color into courses that lead to positions in the 
fast food industry. It is observed in the encourage-
ment to provide the school with sports entertain-
ment rather than emphasizing intellectual prowess. 
And it is observed in the university's efforts to re-
cruit without concern for retention or graduation 
rates. It is in this expanded context that the African 
American experience in college must be examined. 
The American educational system requires Afri-
can American students -to interact with educational 
organizations that are designed to replicate tradi-
tional majority values and control access to wealth 
and _socia_l positions. ,:-he educational ethos is pres-
ent in attitudes, practices, values, judgements, ex-
pectations, and sanctions (Grant, 1988). It is this 
ethos that permeates educational institutions and 
c_reates ~n environment where legislation and litiga-
tion designed to encourage equity and diversity are 
emasculated. 
The Cultural Diversity of Schooling 
The public schools have long been viewed as 
practicing institutional racism. That is, they operate 
as organizations that covertly use their structure, 
process, policies, and behaviors to discriminate 
against a minority population (Barbain, 1981 ). There 
are a growing number of researchers who view the 
school as an agent for the majority population to 
maintain economic and social status positions. In 
short, they claim that schools act as selection and 
sorting agents and serve as filters for upper and 
upwardly mobile classes (Apple, 1982). When these 
variables in maintaining the racial dominance of 
one group over another are present, institutional 
racism exists. 
School organizations use the inherent structure 
to require African American students to accept the 
majority culture in terms of its rites, symbols, 
values, and language as criteria for success. Thus, 
African American students are taught from grade 
one that their culture, perspective, and language 
are inferior (Mack, 1968). This world view is 
ethnocentric in that it dictates the superiority of one 
culture over another in an a priori fashion which 
institutionalizes and legitimizes racism (Dworkin & 
Dworkin, 1982). Ethnocentrism in the school context 
embraces the entire learning culture in general and 
the curriculum, instructor attitude, and delivery sys-
tems in particular. It is simultaneously subtle and 
overt. One African American student spoke of her 
white instructor:' 
Question: Are you saying that one of the expec-
tations is that you have to act white in order to 
survive? 
Student: I think so. In my field they might say 
to you, 'You have to learn to talk white. Slow 
down, slow down, you have to talk white!' 
Question: The instructor says that? 
Student: She says it's not my reason that you 
have to. Well, if it's not your reason how do you 
change stuff here. I don't think we should have 
to become white because you are who you are, 
I mean, I'm black .... Maybe people want you 
to become white in order to be accepted. 
Another student expressed the added pressure 
that accommodating the majority culture brings: 
We have slang [that's] been drilled into us for 
so long that when we come over here we have 
to talk a certain way in front of whites. And then 
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when we get off campus ... we used to go 
home and run to our friends and say all this 
slang just to get some relief because we've been 
talking proper all day, all day. You want to run 
home, you want to talk, you want to relax. So, 
it's extra pressure. 
Lack of concern, respect, and sensitivity toward 
people outside the instructor's cultural focus ex-
acerbate the African American student's uneasy re-
lationship with the educational organization. This 
relationship often ends with the African American 
students separating themselves from the educa-
tional establishment. In effect, many African Amer-
ican students do not intend to separate but are 
'pushed out' by a non supportive system which 
tracks, punishes, and sorts (Cardenas & First, 1985; 
Machelson, 1981; Oakes, 1982). 
This environment alienates African American 
students. It creates feelings of powerlessness, 
meaninglessness, and separation. Frequently, the 
only alternatives are passive acceptance or rejec-
tion. Calabrese and Raymond (1988) indicate that 
the alienation rates of minority students increase 
dramatically over the high school experience when 
compared to white students. However, differences 
collapse toward the conclusion of grade 11 and 
grade 12. One reason for the greater similarity be-
tween white and minority students' levels of aliena-
tion toward the end of high school may be the ability 
of minorities who have 'survived' to be able to un-
derstand and play the cultural game. Thus, those 
who play the game 'correctly' find teachers more 
accepting. However, these students are then faced 
with accommodating an environmentthat demands 
allegiance to separate but unequal cultures (For-
dham & Ogbu, 1986). 
It is from this background that African American 
students attend college. Thus, the population most 
likely to attend college represents those who have 
learned to cope with the existing system, have been 
able to balance conflicting tensions from two dispa-
rate cultures, and have rationalized that economic 
and social status success requires assimilation into 
the prevailing culture. 
University Recruitment: The Dream 
and the Reality 
Ironically, success in high school and admit-
tance to college does not end the struggle for Afri-
can American students. In fact, the struggle be-
comes more personal with significantly less support 
(Fleming, 1988). For African American college stu-
dents, recruitment may be the only positive interac-
tion with the college. It is during recruitment that 
African American students are told they have signif-
icant strength to add, are advised of their potential 
contribution to society, and are persuaded that they 
will model diversity to the college student commu-
nity. These conditions place an extra burden on Af-
rican American students not felt by the majority 
group. 
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Student: You go into a class, it's like you got 
the weight of all the blacks on your shoulders. 
You're carrying the black man and you have to 
sit there and you have to say the right thing and 
think about what you're going to say before you 
say it and it's pressurized. And sometimes you 
think so hard you mess up in what you're say-
ing. And it's just that everybody's looking at 
you and what you're saying. And it's just every-
body's looking at you and what you're gonna 
say and feeling proud about a kid like you. So 
if you strike out ... there's a feeling that it's just 
another dumb black. 
For many African American students, once they 
enroll in college, support systems disintegrate. 
They perceive recruitment practices as being more 
concerned with body count than with providing a 
nurturing environment with appropriate support 
systems. One African American student made the 
analogy of recruitment being represented by a 
video tape where the college maintained a healthy 
encouraging environment. Once the student at-
tended college, the video tape changed, making the 
reality less gentle, more harsh, and perhaps more 
real. 
Once you get here you're just here. But before 
that, they're doing all this recruiting and just 
telling you all this stuff when you're here, like 
this and that. And you know you have to make 
a go of it. I understand that. But it's like, it just 
seems like once you get here it's not really what 
they tell you. It seems like it's just a game. 
Something to get you in here. 
The reality of the college experience raises im-
portant questions: What is the African American 
student's college experience? Does the university 
continue to sort and select for economic and class 
privilege? Are African American students made to 
feel included within the academic environment? Do 
African American students encounter a dehumaniz-
ing experience where success, if it does come, is in 
spite of overwhelming obstacles? 
"Healing" the Sick 
The college experience for many African Amer-
ican students is similar to going to the doctor when 
one is well. In effect, African American students are 
treated as if they are ill and are in need of healing. 
Thus, blame for academic failure, segregated hous-
ing, or social problems is attributed to African Amer-
ican students. Remedies are designed to alter their 
collective set of experiences. Seldom, if ever, does 
the university choose to enter into a period of per-
sonal reflection to examine its institutional atmos-
phere, policies, courses, attitudes of faculty and stu-
dents, and levels of support. Thus, confrontation 
by African American students is viewed as a threat 
'The quotes in this paper are extracted from dialogue in a 
study of minority students' experiences at a Midwestern Univer-
sity, with a minority population of less than seven percent, April, 
1990. 
to the institution's life support systems. "Healing" 
occurs when the African American student acqui-
esces to the system and accepts the designated 
values, social castes, and reserved niches. The edu-
cational organization places itself in a position to 
blame African American students for their lack of 
success and to deny systemic responsibility (Pol-
lard, 1989). When the university embraces the 
former to the exclusion of the latter, racism drives 
the relationship between the organization and its 
African American students. This attitude constitutes 
a hostile, non-accepting environment for African 
American students and has left many feeling dis-
satisfied with academics, diminished self confi-
dence, and exacerbated levels of stress (Fleming, 
1988). 
What may exist in many educational organiza-
tions is a form of social pathology where the minor-
ity is viewed as ill (Padilla, 1981 ). In effect, individu-
als rather than systems are seen as defective. The 
system has 'Gestalt-like' qualities that act as a life 
sustaining force with the ability to ignore litigation 
and legislation. It has the capability of transforming 
people of good will. It is often referred to as culture, 
but may go beyond the concept of culture in that 
it is seemingly impermeable to attack. It has an elas-
tic and chameleon-like quality that generates sup-
port from its members and from those external to 
the organization. It inducts, indoctrinates, punishes, 
excludes, cultivates, shapes, and launches. 
The reality of the college experience raises im-
portant questions: What is the African American 
student's college experience? Does the university 
continue to sort and select for economic and class 
privilege? Are African American students made to 
feel included within the academic environment? Do 
African American students encounter a dehumaniz-
ing experience where success, it it does come, is in 
spite of overwhelming obstacles? 
University Structure and Ethnocentrism 
The college environment for African American 
students is a large, culturally driven bureaucratic 
institution comprised of a hierarchical structure that 
becomes less responsive as it moves from its vision 
toward implementation of that vision. It is this re-
sponse, or lack of response, that causes African 
American students to confront racism. As the move-
ment progresses from the top to the bottom of the 
organizational structure the impact of racism be-
comes more blatant since it is less exposed to exter-
nal criticism and dependent on the mores estab-
lished by those who comprise its micro level. Com-
munication between the top and bottom follows 
rigid structural requirements. Vertical structures 
serve to filter out criticism from the micro levels 
and blunt sanctions from upper levels. Thus, the 
acknowledgement of institutional racism is denied 
at all levels. Accusations of racism are treated as 
individual or group paranoia. The biased actions of 
members at the micro level are protected by 
academic freedom. 
This structure produces eight major factors in 
universities that punish diversity and reward ethno-
centricism. These factors are: (1) The inability to 
define or admit that a racial problem exists. (2) The 
lack of a core set of values that embrace cultural 
diversity. (3) The lack of faculty consensus that cul-
tural diversity is important. (4) The lack of a defini-
tion of cultural diversity. (5) The lack of will or com-
mitment to act to end racism. (6) The lack of an in-
clusive sense of community. (7) The existence of 
policies that encourage the unequal distribution of 
resources, support the existing sorting structure, 
and are economically motivated. And (8), an unwil-
lingness to acknowledge institutional guilt and re-
sponsibility. 
Can the University Respond? 
Analysis of these factors raises three basic ques-
tions: 
1. What is the organization's attitude toward Afri-
can American students? 
Individual institutions must confront this basic 
question. It forces the organization to examine sys-
temic support of racist attitudes and actions. The 
fact that colleges and universities are even engaged 
in a debate over the importance of cultural diversity 
is symptomatic ofthe climate that African American 
students must confront. This debate raises concerns 
regarding the university's mission. Is there a belief 
that the university exists to provide education with 
broad social implications where students will be 
encouraged to interact in a free, democratic, and 
pluralistic society? Or is the university's mission 
controlled by economic and political concerns? 
2. The second question is: Does the university 
have the will to act? 
Rhetoric can fill books but only rhetoric tied to 
action can cause change. The organization often 
tolerates rhetoric - it is relatively harmless and al-
lows a manageable level of dissent. On the other 
hand, when rhetoric moves to action, threat is im-
plicit and an immediate reaction occurs. Political 
reactions are observed at the macro level of world 
politics and at the micro level of university senates 
and committees. Sanctions are applied and dissent 
is reduced to a tolerable level. To have the courage 
to act is to acknowledge that traditional groups will 
forcibly resist and that the homeostasis that existed 
will be disrupted. 
3. Is the university committed to building an inclu-
sive community? 
The university community needs to review the 
limitations it places on its membership. The more 
narrowly it chooses to define itself, the more unwel-
come African American students will feel. Univer-
sities have traditionally served white faculty and 
students leaving African American students often 
feeling excluded, politically or socially. A commun-
ity, in its true sense, is elastic enough to incorporate 
and value as many members as possible. lttolerates 
dissent, it encourages differences, it consistently 
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seeks to find common ground. It reaches out to 
offer membership without restrictive requirements. 
In this sense the university must struggle at all levels 
to develop an inclusive, supportive and diversified 
community. 
SUMMARY 
To those who believe that cultural diversity is 
necessary there is no need for a rationale. For those 
who want to maintain the status quo no amount of 
rationale will suffice. There is a great struggle cur-
rently being fought on American university cam-
puses. It is a struggle between forces that are un-
comfortable with change and forces that demand 
partnership. There is a moral aspect to this struggle 
because it speaks to the demands of people who 
have not been formally included in the community. 
These people want to be present in more than a 
physical form. They demand that they take their 
place as equals. They demand that they be seen as 
who le and healed and not be asked to conform to 
traditional standards as defined by the majority. In 
effect, the answers to racial tension and disharmony 
are not in the courts or the legislature. The answers 
to improving the African American experience on 
campus rest in the hearts of university adminis-
trators, professors, and staff. 
When the university looks into its heart it must 
confront the other self, its "shadow" side. It must 
see the other self that demands personal interests 
be placed ahead ofthe needs of community. It must 
see the other self that feels comfortable with a caste 
system. It must see the other self that condones 
using power to keep groups disenfranchised. It 
must confront this shadow self and decide what a 
university is all about. 
It is the position of this paper that the university 
is about building an inclusive, culturally diverse 
community, the kind of community which repre-
sents, in a microcosmic sense, what the rest of so-
ciety should strive toward. That is, a community 
based on democratic principles where diversity is 
appreciated, dissent is applauded, and tolerance is 
a virtue. According to the African American students 
who shared their stories, this is not yet the case. 
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Minority Access And Financial Aid: 
Perceptions, Policies, And Issues 
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Four major problem areas have been identified 
as having an adverse impact on minority access to 
higher education: (1) inadequate preparation and 
high dropout rates at the high school level; (2) the 
upward spiraling cost of higher education and the 
declining ability of federal and state assistance to 
meet these costs; (3) the disproportionate number 
of minorities concentrated in poorly funded urban 
elementary and secondary schools; and (4) low 
transfer rates from two-to four year institutions, and 
from undergraduate degree programs to graduate 
and professional degree programs (Reis, 1986; A 
Nation Prepared, 1986; NCES, 1985; Stampen and 
Reeves, 1985; Wilson and Melendez, 1985). 
This article will examine the role of financial aid 
(1) as a problem source for minority participation, 
using results of a study initiated in the Spring of 
1989, and (2) in bringing about higher educational 
equity for minorities and the economically disad-
vantaged. Further, the article describes significant 
changes in student financial aid distribution, finan-
cial aid policy, and the barriers these changes pre-
sent to low-income families. 
Financial Aid and Institutional Climate 
Data collected for a study recently conducted 
as a part of a research initiative, ASSESSMENT OF 
THE STATUS OF MINORITIES IN EDUCATION, will 
be used to explore the proposition that perceptions 
held by students about the use of financial aid and 
how those perceptions affect institutional climate 
are among the causes of the underrepresentation 
of minorities in education. Reviews of current liter-
ature reveal that availability of financial aid and in-
stitutional climate are two of the most critical indi-
Mr. Ira Neal is Assistant Re-
search Project Administrator 
in the Office of the Vice Presi-
dent for Administrative Ser-
vices at Illinois State Univer-
sity. He has done extensive 
work in sampling various con-
stituencies for data interpreta-
tion and report synthesis. 
cators of access and success for minority students 
who enter post secondary education. A report, 
"PERCEPTIONS: CAMPUS RACIAL CLIMATE," de-
veloped from the study, examines, among other 
issues, the relationship between financial aid and 
institutional climate as principal contributors to the 
quality and equality of educational experiences for 
minorities. 
The study was initiated in the spring of 1989 
when undergraduate college students from six pri-
vate institutions in Illinois participated in a survey 
designed to assess attitudes and perceptions about 
the status of minorities in education. Responses 
were solicited about many aspects of campu~-Hfe. 
The survey instrument (inventory) included/\,1,,ec-
tions on demographic information, institutional at-
tractiveness, racial climate, social climate, academic 
climate, student life climate, and faculty/classroom 
behavior. "PERCEPTIONS: CAMPUS RACIAL CLI-
MATE," is based on the demographic and racial 
climate sections of the inventory. Other reports are 
in progress. A second study incorporating a survey 
of students at public institutions of higher education 
in Illinois, was initiated in the spring of 1990, and 
other studi~s are planned. 
Data, which are collected anonymously and 
maintained confidentially, are being analyzed to 
develop a series of reports in conjunction with a 
"STUDY TO DETERMINE THE RELATIONSHIPS 
BETWEEN ILLINOIS POST SECONDARY CAMPUS 
CLIMATE AND INSTITUTIONAL, ACADEMIC, AND 
STUDENT SERVICE PROGRAM SUPPORT CHAR-
ACTERISTICS AND MINORITY STUDENT MATRIC-
ULATION". The study is an outgrowth of initiatives 
cooperatively undertaken by grassroots statewide 
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advocacy organizations like the Illinois Committee 
on Black Concerns in High Education; by legislators 
dedicated to the enhancement of access and suc-
cess of minorities in education, such as Illinois Sen-
ators Richard H. Newhouse and Miguel del Valle; 
and by educational policy bodies including the 
Illinois Board of Higher Education, the Illinois Com-
munity College Board and the Illinois State Board 
of Education. 
Specific objectives of the study include the fol-
lowing: 
1. To provide descriptive analyses of sets of 
selected characteristics of undergraduate 
students at predominantly white post secon-
dary institutions in Illinois. 
2. To determine the magnitude and nature of 
relationships of selected sets of characteris-
tics to perceptions held by students at pre-
dominantly white institutions in Illinois. 
3. To conduct analyses of selected sets of char-
acteristics and to determine to what extent 
they may describe perceptions held by stu-
dents at predominantly white institutions in 
Illinois. 
4. To stimulate data collection and research 
which will assist in the identification of 
(a) causes for the disproportionate repre-
sentation of minorities in post secondary 
education; and 
(b) successful strategies and programs 
throughout the educational system 
which foster and enhance the participa-
tion and status of minorities. 
Of the 546 undergraduate students who com-
pleted the inventories, 87% (476) were between 17 
and 23 years of age, 10.6% (55) were between 24 
and 39, and 3% (15) were more than thirty-nine 
years old. Thirty-five percent (191) were male and 
65% (355) were female. About ninety percent (491) 
were single. 
About eighty-one percent (444) of the under-
graduate stu·dents who responded were white (non-
Hispanic); 4.8% (26) were Asian/Pacific Islander; 
.2% (1) was American Indian/Alaskan Native; 9.2% 
(50) were black (non-Hispanic); 3% (15) were His-
panic; and .4% (2) were non-resident aliens. Ninety-
four percent (513) of the students indicated thatthey 
were citizens of the United States, 3% (16) were 
resident aliens, and 3% (16) indicated other citizen-
sh ip status. About ninety-three percent (51 O) of the 
students responding indicated English as their pri -
mary language. The great majority of the sarnple 
(95% [5181) were enrolled full-time. Seventy-three 
percent (399) were first-time enrollees with the re-
mainder being transfer students. Of the students 
responding, 21.8% (119) were freshman, 24.2% 
(132) were sophomores, 29.5% (161) were juniors, 
and 24.5% (134) were seniors. 
Each of the six predominantly white private in-
stitutions participating in this phase of the study 
provided a complete listing of all undergraduate 
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students enrolled. The lists were then numbered by 
institution and by class level, and a random sample 
was drawn from each institution using a computer 
program which generates random numbers. A 
special effort was made to survey minority students 
on each campus. 
To facilitate the accomplishment of certain ob-
jectives of the study, institutions were clustered ac-
cording to similar characteristics such as size and 
type of degrees awarded. Frequency distributions 
of the demographic variables were used to examine, 
describe, and summarize the demographic charac-
teristics of the students in the sample. A chi-square 
analysis was used to determine whether and to 
what extent the demographic characteristics of 
minority and majority students differ. 
The following question was included in the in-
ventory used in the 1989 survey: 
"Which of the following types of financial aid 
do you receive? 
(a) Federal aid 
(b) State aid 




Seventy percent of the total students and 
eighty percent of the minority students responding 
indicated they received some type of financial aid. 
Sixty-two percent (57 out of 92) of the minority 
students and forty percent (175 out of 436) of the 
white students responding to the financial aid 
question indicated they received loan funds to sup-
port their college attendance. Responses clearly in-
dicated that minority students are more likely to 
be dependent on financial aid than white students. 
Space is provided in the survey instrument for 
comments, enabling some qualitative analyses of 
the data collected . One of the issues about which 
the attitudes/perceptions of minority students and 
majority students differ most is financial aid. There 
is wide-spread agreement that the solution to the 
problems of access, choice, and success for stu-
dents, especially minority students, in post-secon-
dary education, is heavily dependent on the avail-
ability of financial aid. It is also clear, based on com-
ments collected in the inventories, that perceptions 
about financial aid - its availability and its distribu-
tion - constitute a major reason for the tensions 
that are frequently erupting into incidents of racial 
disharmony on college campuses across the coun-
try today. In other words, perceptions about finan-
cial aid seem to have a direct relationship to the 
quality of institutional climate. 
At one end of the spectrum of perceptions are 
comments of the following nature made by minority 
students : 
"I encourage this school to bring in more minor-
ity students as well as faculty. The tension be-
tween minorities and whites is tremendous. 
Many of the white people here don't like to as-
sociate with us simply because we don't have 
the money to compete with them .... This is 
why I think that more programs as well as schol-
arships should be available to us .... " 
"There are little to none minority opportunities. 
Geographical area and tuition restrict minority 
enrollment. And more importantly, there is a 
presence of hidden prejudice." 
At the other end of the spectrum are comments 
of the following nature made by white students: 
"I think minorities are catered to too much by 
this university, such as, minority recruitment, 
reduced tuition, and special programs for 
minorities only. Minorities should work for 
things like everyone else and shouldn't receive 
special attention ... " 
"I don't think it is fair that minority students are 
so easy accepted into this school. Why do they 
get so much more financial assistance than 
whites? Some minority students are almost 
paid to come to this school. There should be an 
equal chance for whites and minority students." 
"I think hostilities on this campus (black/white) 
are due to high financial aid given to blacks ... " 
" ... Faculty and administration fail to ac-
knowledge the damage they are doing to the 
college but are so "hard-up" for students be-
cause of the declining growth rate of this col-
lege. Give them (minorities) all the financial aid 
" -
In between are views expressed as follows: 
"I am not a minority and I feel that these stu-
dents are just like any other students. Both need 
financial aid, support services, close contact 
with faculty, etc." 
"With regard to financial aid, it should not be 
completely reserved for minority students. 
Everyone seems to get along well without a 
thought to who is of what race. Most faculty 
treat all students the same and expect all to 
have the same academic standards. 
The aforementioned perceptions, some in-
tensely held, suggest that financial aid may be a 
root cause of much of the racial conflict now grip-
ping many academic institutions. It is inferred 
through analyses of the responses, that perceptions 
about financial aid underlie the tensions that con-
tribute to an institutional climate which is uninviting 
to minority students, which in turn fosters minority 
under-representation at predominantly white in-
stitutions. 
The most effective and enduring way to influ-
ence change in perceptions is through education. 
Because they have not been taught it, students -
minorities and whites alike - do not have an accu-
rate or a complete a sense of history about 
minorities in this country. They receive few, if any, 
facts that explain, or would help them to under-
stand, why minorities are educationally disadvan-
taged; why compensatory or developmental educa-
tion programs for minorities have justification in 
history and in precendent; or why special financial 
aid for minorities today provides remedies, in part, 
for inequities that have been institutionalized and 
perpetuated in American society and school sys-
tems. Such a fact, as an example, was the establish-
ment of public education in Illinois (as in other 
states) in 1825 for "children of white parents only." 
In Illinois, 49 years passed before an inferior and 
separate system of public education was put in 
place for minorities, and another 80 years passed 
before the separate system was declared unequal 
and unconstitutional. This longstanding and sys-
temic denial of equal educational opportunity to 
minorities will require intensive, forceful, and 
courageous leadership to overcome. 
If today's students at every level of education 
had a better understanding of the turbulent events 
of the 1960's and 1970's which revolved around 
efforts to erase inequities that have been a part of 
the fabric of American society, they would better 
understand and might be more tolerant of contem-
porary initiatives to effect change and redress 
through selective financial aid. 
Educational practices, past and present, and de-
nial of equitable financial aid are among the causes 
for minority under-representation in education. Re-
parative measures to change the effects of such 
practices have recently and belatedly been intro-
duced into legislative and educational policy de-
velopment and implementation. Critical to the suc-
cess of such measures is availability of financial aid 
at every level of education and in many types or 
forms. 
Financial Aid as a Disincentive to Minority 
Students 
Minorities and the economically disadvantaged 
are critically under-represented in American higher 
education. While some of the reasons are obvious, 
many other factors affecting minority participation 
have not been clearly identified. As a legacy of past 
government policies and some lingering educa-
tional practices of selective financial assistance, 
many minority students arrive at post-secondary 
institutions academically unprepared for meeting 
the challenges of college life. As a consequence, 
they face greater risks than their white peers by 
deciding to attend college, and that assumption of 
risk has severe adverse effects on their perception 
of the attractiveness of student loans as compared 
to grants. Data collected by the American College 
Testing Service suggest that students who are 
characterized as low-income are far less likely to 
view student loans favorably than are students from 
more affluent backgrounds. 
The contributory roles that students from low-
income families often play within their family struc-
tures present genuine obstacles to their decisions 
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to attend college. Unfortunately, the importance of 
these roles places low-income students in a position 
which they cannot easily abandon, as they are often 
forced to choose between helping the family main-
tain eligibility for welfare benefits and going to col-
lege. Given the policies of the welfare system, the 
acceptance of financial aid could jeopardize those 
benefits. 
Jobs obtained by minorities, particularly blacks, 
after graduation pay substantially less than jobs ob-
tained by their white counterparts (see Tables 1 and 
2). A catch-22, one of many, is that minority 
graduates are likely to have a larger loan obligation 

























Income of Households by Educational Attainment of Head 
(1987) 
HIGH SCHOOL HIGH SCHOOL 1·3 YEARS 
DROPOUT GRADUATE COLLEGE 
$21.182 29.069 34,677 
$22.759 30,065 35.646 
$14.112 21,139 26,078 
$19,860 26,443 31,367 











Even more frustrating for minorities are the em-
ployment rates following graduation. As shown in 
Table 3, minorities, particularly blacks, have a 50% 
higher unemployment rate than their white counter-











HIGH SCHOOL HIGH SCHOOL 1-3 YEARS 
DROPOUT GRADUATE COLLEGE 
9.6% 5.4 3.7 
10.1 % 6.2 3.9 
8.9% 4.6 3.4 
8.3% 4.6 3.2 
14.6% 13.3 7.4 
10.3% 4.0 3.5 
•source: Bureau of Labor Statistics, "Labor Fore~ Statistics 










Even with the availability of financial assistance, 
there are additional barriers related to financial aid 
which determine if or where a student will attend 
college. There are barriers associated with the type 
and the amount of financial aid. The distribution of 
financial aid often dictates the enrollment patterns 
of minority students in Illinois elementary, secon-
dary, and post-secondary education. Another bar-
rier results from the lack of access to information 
about financial aid - a barrier which can determine 
the type of student who enrolls in an institution or 
the type of institution a student can attend. 
A Matter of Demography 
At a time when the number of whites in the 18 
to 22 year-old cohort is declining, the potential sup-
ply of minorities available for entry into higher edu-
cation is increasing. The substantial decline in the 
national birthrate after the "baby boom" generation 
of the 1940's and 1950's had its greatest impact on 
the white middle class population . The birthrates 
within many minority communities remained stable 
during the baby boom years (1946-60), and are 
yielding increased percentages of births, while 
white births were shrinking in percentage of the 
birth cohort (Hodgkinson, 1983). 
Dr. Harold Hodgkinson (All One System: Demo-
graphics of Education, Kindergarten through Grad-
uate School) wrote, in 1985, about the resulting 
trends in higher education. He suggests that by the 
year 1990, minorities of all ages will constitute ap-
proximately 20 to 25% of our total population, and 
by 2020 our nation's population w ill consist of 44 
million blacks and 47 million Hispanics, and even 
more Hispanics if the immigration rates increase. 
"The total U.S. population for 2020 will be about 
265 million ... more than 91 million of that figure 
will be minorities (and mostly young, while the 
mostly white Baby Boom moves out of the college 
rearing years by 1990, creating a 'Baby Bust' that 
will again be mostly white, while minority births 
continue to increase)." Hodgkinson projects that by 
the year 2000 the United States will be a nation in 
which one of every three American citizens will be 
non-white. Consequently, "minorities will cover a 
broader socioeconomic range than ever before, 
making simplistic treatment oftheir needs even less 
useful." In some states, particularly Texas and 
California, minorities will be over 45% of the state 
birth cohort. It is difficult to deliberately avoid the 
educational needs of 45% of a state's youth. 
According to Blakey, "This developing trend of 
increasing birth rates in minority families, and 
hence more minorities in elementary and secondary 
schools, places the clear choice in the liberal lap of 
American higher education in the late 1980's and 
the 1990's - whether and how to serve minority 
students in higher education. The challenge is great, 
but higher education's record is not enviable in this 
area." 
Finance of Education and Policy Issues 
In a report developed by the Illinois Board of 
Higher Education (IBHE - May 1990) total student 
financial aid grew from $286.7 million in fiscal year 
1975 to $1.2 billion in fiscal year 1989, a 330.8 per-
cent increase. Increases in tuition and fees, thus, 
outpaced both inflation and growth in personal in-
come. This trend poses a threat to access and choice 
in post-secondary education by making the financ-
ing of higher education less affordable to minority 
and low income Illinois residents. Another alarming 
trend is the greater reliqnce on student loans for 
supporting college attendance. Within the Illinois 
student aid assistance program, the category other 
sources - which consists of the Illinois Guaranteed 
Loan Program (IGLP) and employee reimbursed tui-
tion - has increased 1077.6 percent since 1975. 
Equally startling is the increase in the number of 
students awarded Stafford, Parent, and Supplemen-
tal Loans during this period. The greatest increase 
in Other sources of funds occurred at private institu-
tions. 
Without financial assistance, many minority 
students would not be able to attend college. As 
reported by IBHE: 
"These data indicate an increasing reliance 
upon loans to pay for college, especial ly at com-
munity colleges and private institutions. These 
shifts among the different types of aid received 
by students in the three sectors suggest a need 
to reevaluate the way aid is packaged in all three 
sectors. This increased reliance upon loans is 
illustrative of the effect of gift aid in all sectors 
not keeping pace with the growth in tuition and 
fees. Unlike gift aid, which by definition is non-
repayable, loans present the student with a fu-
ture financial obligation. Given that the primary 
objective of finanacial aid is to remove financial 
barriers to college for students, it appears that 
the shift in the mix of student aid from gift aid 
to loans departs from this objective." 
In a study done by the American College Testing 
Program on student financial aid, researchers found 
strong evidence suggesting that the decline in the 
percentage of low-income freshmen attending col-
leges and universities is the result of a lack of 
adequate federal grant resources. The study con-
cluded that participation rates for poverty level stu-
dents increased when net college attendance cost 
decreased through the expansion of student aid 
programs, particularly grants. "When loans were 
substituted for grant aid to low-income students, 
college access dropped, college choice deterior-
ated, and default rates increased," according to the 
study. 
According to a study commissioned by The Col-
lege Board titled "Equality and Excellence" (1985), 
funding for public education is most important for 
students whose families lack the financial resources 
to purchase educational opportunities in the private 
sector or to provide educational supports in the 
home. As shown in Table 4, for black students, 
nearly half of whom live in families below the pov-
erty level and most of whom attend urban schools, 
funding of education from both federal and state 
sources is a critical index of educational opportu-
nity. 
Table 4 
Poverty and Welfare 
Families Below Poveny Level 
(1987) 
HIGH SCHOOL HIGH SCHOOL I YEAR OR 
DROPOUT GRADUATE MORE COLLEGE 












• source: Current Population Reports, Series P-60, No. 161 
The College Board correlates reductions in fed-
eral aid for education with the arrival of the Reagan 
administration in 1980. It is further suggested that 
in spite of congressional campaigns to reestablish 
aid since 1982, overall federal spending for elemen-
tary and secondary education remains well below 
what it would have been if 1981 policies had stayed 
in effect. Grants-in-aid, impact aid, compensatory 
education, and vocational education programs 
were most negatively affected. 
Two major shifts in federal education policy oc-
curred with The Education Consolidation and Im-
provement Act (ECIA) of 1981. During this period a 
series of programs under Title I - including several 
compensatory education programs for disadvan-
taged students - were consolidated. The resulting 
ECIA Chapter 1 program adopted reduced regulat-
ory requirements for (1) targeting of funds, (2) com-
parability of expenditures between target and non-
target schools, and (3) monitoring. Another out-
come of the consolidation was a reduction in the 
funding levels. Consequently, the number of stu-
dents being served by a previously highly effective 
program decreased, and students received less in-
tensive services. Funding for special service pro-
grams still remains well below pre-Reagan policy 
levels, and large numbers of students, formerly 
elegible, remain unserved. 
A number of smaller programs were also con-
solidated in Chapter 2 of the Education Consolida-
tion and Improvement Act. Most importantly, the 
Emergency School Assistance Act (ESAA), which 
had provided funds for desegregating school dis-
tricts, particularly large urban districts, was rele-
gated to enrollment-based formula funding. "Funds 
that had been targeted for special purposes and 
special pupil populations were instead allocated by 
enrollment-based formulas, thereby severely re-
ducing funding to many predominantly minority 
urban school districts and causing the dismantling 
or diminished scope of many innovative pro-
grams." (Darling-Hammond, 1983). Some states at-
tempted to restore portions of these funds by incor-
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porating special provisions in their allocation for-
mulas. However, the reductions in both federal and 
state revenues thwarted them from offsetting the 
overall effects of the changes. Higher education fi-
nancial aid programs were also cut and, coupled 
with changes in eligibility requirements, it became 
increasingly more difficult for students to receive 
financial assistance. 
Table 5 displays the number of students receiv-
ing financial aid in the years 1980 to 1985 (with 
numbers projected for 1986). 
Table 5 
Selected Federal Student Financial Assistance Programs 
Type of Program, and Number of Recipients: 1980-86 
Program 1980 1981 1982 1983 1984 1985 1986 
Pell Grant 2841 2779 2612 2847 2975 2639 
SEOG 716.5 658.9 640.7 648.6 646 711 
All Grants 716.5 3437 .9 3252. 7 3495.6 362 I 3350 
Nat. Direct 
S1d1. Loan 813.4 648.1 674.9 718.6 755 835 
Guaranteed 
S1dt. Loan 3540 2788 3039 3403 3823 4339 
All Loans 4353.4 3436.1 3713.9 4121.6 4578 5174 
Total 
Fin. Aid 5069.9 6874 6966.6 7617 .2 8199 8524 
*Source: U.S. Dept. of Education, Office of Student Financial 








The actual number of students receiving grant-
in-aid decreased by nearly 70,000. The number of 
students receiving loans increased during the same 
period by 1,335,600. The greatest decline in Pell 
grants occurred between 1980 and 1982 when the 
total number of grants awarded decreased from 
2,841,000 to 2,612,000. (SAUS, 1987). Those receiv-
ing low-interest National Direct Student Loans also 
decreased i_n number and percent. Given the income 
levels and poor persistence rates of black students 
not receiving financial aid, these cutbacks have seri-
ous ramifications for access of higher education. 
A number of policies established in the 1960's 
and early 1970's increased educational oppor-
tunities for black students. Since these were 
abolished the full potential benefits will never be 
realized. 
Student Aid Policy Issues 
Student financial aid is generally used to ad-
dress two kinds of college attendance costs, direct 
and indirect. Direct costs are those distinctively as-
sociated with college matriculation, such as tuition, 
fees, books, and supplies. Indirect costs consist 
mainly of living expenses incurred while attending 
college for such items as food, housing, transporta-
tion, personal and medical care, clothing, recre-
ation, and sometimes child care. Even though finan-
cial aid generally makes normal dispensation for 
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these costs, discretion can be exercised more effec-
tively to acommodate the unique circumstances of 
individual aid applicants. 
In 1989, Mortenson (Missing College Atten-
dance Costs: Opporuniuty, Financing, and Risk) 
wrote that "despite the aim of financial aid to 
equalize higher educational opportunity for the fi-
nancially needy, several quirks and a few deliberate 
policy decisions in the financial aid system have 
added unfunded attendance costs to the budgets 
of the poor and those who use student loans to pay 
for their college educations." He identifies other 
costs associated with attending college in addition 
to the traditional direct and indirect costs students 
normally incur. These additional costs are described 
as opportunity, financing, and risk. 
Opportunity costs are based on the value of the 
opportunities sacrificed to be able to attend college. 
Financial aid does not address opportunity costs. 
In need analysis, a negative family contribution is 
calculated for the low-income family whose recog-
nized needs exceed their resources. The basis for 
this is the policy decision to recognize and address 
only direct and indirect college attendance costs. 
Sometimes this policy is framed in language such 
as "student aid programs are not welfare pro-
grams." Clearly there are long-standing differences 
and friction between the philosophy and operation 
of student aid and public aid programs. But the 
low-income are growing in numbers- child poverty 
rates in the United States have increased by a third 
since the 1970's. 
Financing costs result from the conversion of 
student aid from grants to loans, and the resulting 
obligation of loan recipients to repay principal, in-
terest, and processing fees. 
Risk Costs, though not strictly costs, affect the 
perception of net benefits of college to prospective 
students. 
As shown in Table 6, there is a relationship be-
tween educational attainment and attitudes toward 
financial risk. 
Table 6 
Attitude Toward Financial Risk 
(1983) 
HIGH SCHOOL HIGH SCHOOL 1-3 YEARS COLLEGE 
DROPOUT GRADUATE COLLEGE GRADUATE 
% Willing to 
Take Financial 
Risk 34 54 63 
•source: 1983 Survey of Consumer Finances Federal Reserve Sys1em 
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The lack of funds for opportunity, financing, and 
risk costs for college attendance impact most ad-
versely on the populations most dependent on fi-
nancial aid. Yet financial aid, somehow, manages 
to exclude these costs from program and design 
and execution. The result is that now, we are no 
( 
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longer serving the most vulnerable populations as 
well as we did in the 1970's. The problems resulting 
from the lack of attention to opportunity, financing, 
and risk costs in the design offinancial aid programs 
have been magnified by the federal shift from grants 
to loans which occurred in the mid 1970's because 
opportunity, financing, and risk cost are subordi-
nated to concern over the federal deficit in this trans-
ition. 
Conclusion 
The extent to which public policy addresses in-
equities in college enrollment patterns among dif-
ferent parts of the population is questionable. Un-
dergirded by increased financial aid, disparities in 
college enrollment during th 1960's were largely 
corrected during the first half of the 1970's and re-
mained corrected until the late 1970's. Thereafter, 
old inequities reemerged - especially for racial 
minorities and the lowest-income groups. One must 
be cautious in seeking to identify causes because 
marginal college attendance is influenced by many 
factors. What we do know is that opportunity, 
financing, and risk costs of college attendance have 
not been addressed in financial aid policy. 
Given the retreat of the federal government 
from financial aid funding, a key element in deter-
mining the extent to which minorities will enjoy full 
and equal participation in higher education is the 
state government policy environment. And given 
the reluctance of higher education institutions to 
take agressive enough initiatives regarding minor-
ity student access, it is imperative that intensified 
and persistent pressure be exerted. The leadership 
role which state government, including its agencies, 
can assume is often resented but sometimes neces-
sary in order to bring about change. In Illinois an 
important vehicle for addressing the issue of minor-
ity status and participation in education has been 
the Higher Education Cooperation Act which is man-
aged by the Board of Higher Education. While in 
some states agencies and institutions have initiated 
innovative programs which are yielding positive re-
sults, in many instances the action and/or influence 
of the state legislature has been necessary and in-
strumental. 
There is a relationship between public policy 
and institutions' responses to addressing the issue 
of minority student access to higher education. In 
some hallmark cases - e.g., the 1954 Brown versus 
Board of Education Supreme Court decision - the 
impetus for change has been derived through the 
judicial system. Nevertheless, the role that state 
leaders need to assume in order to shape clear, 
manageable, politically neutral, and productive 
policies cannot be overlooked or ignored. 
In most instances, state-level policy is used to 
articulate and fulfill the state's commitment to serv-
ing its entire population equitably. This approach 
requires the focus of human (energy) and capital 
(dollars) resources of all constituencies to bring 
about purposeful change where it counts the most 
- in the schools. 
It is important to note that every state should 
not be expected to address the issues affecting 
minority student participation in higher education 
in the same manner, but all should be aware that 
an effective solution to the problem will require 
funding for a combination of special programs with 
wide ranging initiatives designed to strengthen edu-
cational opportunities and outcomes for all stu-
dents. The crucial elements to be considered for 
state intervention are consistency and comprehen-
siveness- in order to produce meaningful or lasting 
change. 
There is a need to insure that minority student 
educational enhancement is woven into the fabric 
of state policy in order to ensure that the inequities 
that characterize the lives of minorities are erased. 
As stated in a report of The Commission on Minority 
Participation in Education and American Life (1988), 
"By taking action now, we can make minority citi-
zens more visible physically in every realm - in 
schools, in government, in the workplace- and less 
visible statistically, as the conditions in which 
they live resemble more closely the conditions en-
joyed by the majority." 
The full participation of minority citizens in 
higher education is vital to our survival as a nation 
and financial aid is essential to ensuring that college 
attendance is affordable and a viable reality. 
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Enhancing Minority Participation In Higher 
Education: A President's Perspective 
Betty L. Siegel 
Dr. Betty Siegel is presently 
President of Kennasaw State 
College in Marietta, Georgia. 
She has received national at-
tention for her efforts to recruit 
and retain African-American 
faculty. 
Virtually all educators are quite familiar with the 
alarming statistics detailing the national decline of 
minority participation in higher education. We have 
all heard the oft-repeated explanations for the drop 
in the number of blacks successfully pursuing col-
lege degrees. For example, black students at pre-
dominantly white institutions continue to point out 
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that there simply are not enough black faculty mem-
bers and administrators to serve as role models or 
as counselors. Whether justified or not, many black 
students feel ignored or even out of place at these 
institutions, and there are too few black faculty 
members to whom they can turn for help in alleviat-
ing these feelings. Another negative corollary re-
lated to the small number of black faculty members 
is that many institutions fail to give sufficient em-
phasis to the ideas and values found in black culture. 
The curriculum is often as devoid of the considera-
ble contributions made by black Americans as the 
faculty ranks are of black faculty. It is little wonder 
that virtually every issue of the Chronicle of Higher 
Education contains at least one story about the 
growing number of racial confrontations occurring 
across the nation. 
This tendency in higher education to preserve 
a climate unsupportive of pluralism and diversity 
helps explain the current dilemma in the recruit-
ment and retention of minority students and faculty 
members. According to a recent study by the Amer-
ican Council on Education (ACE), the percentage of 
black high-school graduates enrolled in college 
' 
peaked in 1976 at 33.5% but decreased to 26% by 
1985 (cited in Sixth Annual Status Report, 1987, p. 
3). Another ACE study concluded that the percen-
tage of blacks enrolled in America's colleges and 
universities who had completed at least one year 
of course work increased from 35% in 1967 to 48% 
in 1975 (Green, 1989, p. 2). However, from between 
1975 and 1985, this rate of participation dropped to 
44% (Green, 1989, pp. 2-3). The latest statistics show 
that though blacks made up 9% of all undergraduate 
students, they received only 8% of the associate 
degrees and only 6% of the undergraduate degrees 
distributed nationwide (One Third of a Nation, 1988, 
p. 12). By contrast, the same study found that 
though 80% of the enrolled undergraduates were 
white, they received 85% of the baccalaureate de-
grees. The percentage of blacks earning master's 
degrees also decreased by 32% from 1976 to 1985, 
and those earning doctorates decreased by 5% over 
the same period (for black men the decrease was 
27%) (One Third of a Nation, 1988, pp. 12-13). 
Another alarming factor compounding this di-
lemma is that fewer blacks are preparing for careers 
as teachers. In 1970, black teachers constituted 12% 
of the nation's elementary and secondary 
educators; in 1985, the figure had dropped to 8% 
and is estimated to decline to 5% during the 1990's 
(cited in Franklin, 1987), p. 44). 
Action must obviously be taken to make core 
requirements reflect the great diversity that has al-
ways been at the heart of America's proud past, to 
hire more black faculty members and adminis-
trators, and to encourage more black students to 
pursue careers in education. After all, today's under-
graduates will be tomorrow's educators and men-
tors. Today, 20% of children under the age of 17 
belong to minority groups (blacks, Hispanics, Amer-
ican Indians, and Asian Americans), but by the year 
2000, one-third of all school-age children will come 
from one of these minority groups (One Third of a 
Nation, 1988, p. 2). It is therefore essential for us 
as educators to share ideas on these critical initia-
tives. John Ruskin asserts that education "is a pain-
ful, continual, and difficult work to be done by kind-
ness, by watching, by warning, by precept, and by 
praise, but above all - by example." And all of us 
who assume leadership roles in this urgent crisis 
are certainly following Ruskin's dictum by setting 
a good example. Samuel Johnson says thatthrough 
the process of education, "new things are made 
familiar, and familiar things are made new." I hope 
that this essay supplies new insights into some old 
strategies for approaching this issue and also adds 
to our shared understanding of new strategies. 
A wide array of studies, conferences, reports, 
and articles have already established numerous 
explanations for the recent decline in black educa-
tional achievement. For example, the contributors 
at a 1988 national conference on "The Decline of 
Black Enrollment in Higher Education" named "in-
cidents of intentional and unintentional racism, the 
small numbers of minority faculty, the lack of Afri-
can studies in college curricula, and lack of commit-
ment to affirmative action" (O'Brien, 1988, p. 1) as 
the chief causes of declining black enrollment. In 
an extremely informative article in which he reviews 
the most recent studies addressing what he calls 
the nation's "sudden educational erosion among 
blacks," George Keller details ten specific explana-
tions for this recent decline (1988-89, pp. 50-55), 
including the enlistment of many blacks- both male 
and female - in the military, the decline in financial 
aid for blacks, the poor preparation for college work 
as reflected in lower SAT scores for blacks, and the 
loss of parental discipline and moral guidance 
caused by the deterioration of the black family. 
The most startling explanation cited by Keller 
is the decline in the number of black males pursuing 
college degrees. According to Michael Nettles, 
though the gender ratio for white students is 50:50, 
only 37% of black students are males (1988, p. 25). 
Keller's study includes a wide range of extremely 
alarming statistics: "25% of black males under the 
age of twenty-five have never held a job; one in six 
has been arrested by the age of nineteen; sixteen-
to-nineteen-year-old black men account for 51% of 
all arrests for violent crime; more than 10,000 black 
males between the ages of fifteen and nineteen die 
each year in homicides; up to 72% of black males 
in New York City drop out of high school; and 
among black women aged twenty to twenty-four, 
there are only 45 'marriageable' males for every 
100 females because of male unemployment, drug 
addiction, and incarceration" (1988-89, pp. 51-52). 
A recent study on young black males in prison found 
that during 1989 23% of the nation's black men in 
their 20's were in prison, on parole, or on probation 
(cited in Dart, 1990). The study concluded that ap-
proximately 609,690 young black men are under 
the control of the criminal justice system compared 
to approximately 436,000 black males of all ages 
enrolled in college. Not only are the challenges fac-
ing black males significant and many, but women 
of color also "face significant obstacles to their full 
participation in and contribution to higher educa-
tion," often finding themselves victims of both race 
and sex discrimination (Carter, Pearson, & Shavlik, 
1987-88, p. 98). 
Clearly the time has come for institutions of 
higher education to establish what Robert Atwell, 
president of ACE, calls "a new momentum" to en-
sure equity in all phases of the college community 
(1988, p. 1 ). One highlight of my tenure as president 
of Kennesaw State College is that all sectors of the 
campus have worked together to recruit and retain 
minority faculty members and students. Through-
out the late 1970's and early 1980's, Kennesaw State 
employed only six black faculty members, less than 
5% of our total teaching staff. Because most of these 
individuals lacked the doctorate and were hired as 
instructors, turnover was high and morale was low. 
It is no wonder that only two percent of the student 
body in the fall of 1982 were black. 
When I became president of Kennesaw State in 
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1981, I was deeply troubled by this situation and 
insisted that my administrative team give a high 
priority and a strong commitmentto the recruitment 
and retention of black faculty, staff, and adminis-
trators. Today, 26 of the 254 full-time teaching fac-
ulty are black, giving Kennesaw State one of the 
highest (if not the highest) percentages of black fac-
ulty (10%) among similar senior colleges in the Uni-
versity System of Georgia. Black faculty have been 
successfully recruited and retained in all four of the 
college's schools and in most instructional depart-
ments. Seventy percent of our black colleagues pos-
sess a terminal degree, and four out of ten hold the 
rank of full or associate professor. The contributions 
and morale of our black colleagues have never been 
higher. In addition, the number of black students 
enrolled tripled from 1982 to 1989. Our black enroll-
ment in the fall of 1988 reflected a 19% increase 
over the fall of 1987 and a 71% increase over the 
last five years. Much of Kennesaw State's success 
can be attributed to the college's commitment to 
breaking down traditional barriers between blacks 
and whites. My administrative team firmly believes 
that real progress in black faculty recruitment and 
retention on a predominantly white campus cannot 
be achieved unless the institutional climate for 
blacks is receptive, inviting, and supportive. And 
blacks and whites communicate with one another 
and work together at Kennesaw State in ways 
that advance mutual understanding and suc-
cessful experiences. Our success in this crucial area 
of recruitment and retention certainly contributed 
to our recent selection by the U. S. News & World 
Report as one of America's "Top Up-and-coming 
Schools." Kennesaw State was one of only twelve 
regional colleges and universities throughout the 
country and one of only five institutions from the 
south that were selected for this honor. 
Though we have reached a level of success that 
has brought us national recognition, I do not intend 
to present Kennesaw State as a model institution 
for other schools to pattern themselves after. I can, 
however, briefly discuss the strategies and initia-
tives that have enhanced our efforts to provide a 
full collegiate experience to our diverse student 
body. Operating on the belief that access and excel-
lence are not polar opposites, we were able to plan 
and implement several programs designed to en-
hance student success. These intentionally inviting 
programs encourage faculty to use different 
strategies in dealing with diversity and encourage 
students to avail themselves of the opportunity to 
enroll in the total college experience. One of our 
most successful initiatives has been our Black Col-
legian Advisement Program. This program is de-
signed to promote our students' academic success, 
participation, and overall attachment to the college, 
in short, to replace alienation with identification. 
Creating a supportive climate for our black students, 
the program provides high quality advisement ex-
periences and creates a support network which con-
nects students to caring faculty, administrators, and 
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peers. Additional goals include "(1) increasing 
awareness of campus resources; (2) facilitating 
learning and identifying and working toward the 
resolution of problems during initial stages; (3) 
promoting retention through attachment (i.e., to 
faculty, peers, and activities); and (4) motivating 
students through the use of role models" (Wilker-
son, 1988, p. 37). 
For the fourth consecutive year Kennesaw State 
also hosted a two-week conference entitled Career/ 
Education Opportunities for Black Youth. Students 
from eleven area high schools representing five 
school systems attended our last program. This 
special initiative enhances our recruiting efforts and 
supplies another opportunity for us to work closely 
with local black community leaders who assist in 
the planning of the program and who supply the 
participants, with an outstanding group of role mod-
els by serving as guest speakers. Leaders from the 
business, political, and religious communities com-
bine with KSC faculty members to supply a wide 
variety of learning experiences designed to enhance 
the students' transition from high school to college 
or from high school to a productive job. Two stu-
dents who participated in last year's program were 
each awarded a $1000 scholarship to attend Ken-
nesaw State. This initiative is just one of many po-
tential scholarship sources available to our minority 
students. For example, we also recently made an 
agreement with the local public school system to 
help share the costs of scholarships for black edu-
cation majors who agree to teach in the school sys-
tem. 
Though the common denominator in these and 
numerous other initiatives is a strong focus on di-
versity, it soon became clear that we were not doing 
all we could to make our black students and black 
faculty members feel as if they could share in the 
ownership of our proud institution. We therefore 
held "We Oughtta" sessions with our black faculty 
members, we encouraged our Leadership Ken-
nesaw State participants to pursue strategies that 
would enable us to enhance minority participation 
on the campus, and we met with black leaders from 
the local community. All of these initiatives raised 
our consciousness about the campus-wide barriers 
(both artificial and real) that existed for blacks and 
other minorities. We therefore rededicated ourse-
lves to supplying our students with black role mod-
els who are personal, visible examples of the value 
of a college education: mentors to whom our stu-
dents can turn if they begin to feel ignored or even 
out of place on our predominantly white campus. 
We also set high expectations for the black faculty 
we recruited, ensuring that their credentials would 
enable them to pursue both tenure and promotion. 
Fortunately, my administrative team agreed 
that the effort to increase minority faculty should 
not be a sprint race to see which college can hire 
the most black faculty members. Instead our effort 
was seen as a long-term obligation, becoming not 
the pet project of a few concerned administrators 
but a daily concern of the entire campus. Given the 
current emphasis in higher education on simplistic 
quantifiable results, some colleges wrongly assume 
that getting a black faculty member to sign a con-
tract is the measure of final success. But in many 
ways, bringing new faculty to our campus was just 
the beginning. These faculty members were encour-
aged to share in the ownership of the college's cam-
pus-wide mission and were guaranteed oppor-
tunities for personal and professional growth. It was 
not enough for our administration to decide we 
were going to hire a specified number of black fac-
ulty members. Every aspect of the campus had to 
be carefully evaluated, insuring that it is inviting to 
all faculty members. Instead of a sprint race, our 
focus was more akin to a rowing ship in which all 
the arms of the campus rowed together in a winning 
effort. 
Our success followed the implementation of a 
wide variety of initiatives designed to enhance our 
recruitment and retention of black educators. For 
example, in 1988 my Executive Assistant chaired a 
special Minority Task Force that reexamined the ef-
fectiveness of our past policies and made recom-
mendations concerning future initiatives. We also 
participated in the Georgia Regents' Intern Pro-
gram. One of the participants became the college's 
Associate Vice President for Academic Affairs and 
Dean of Graduate Studies. In addition, we also re-
cently added a new Coordinator of Minority Affairs 
and a new Coordinator of Minority Student Reten-
tion. Another of our most successful initiatives was 
the formation of a Community Advisory Board for 
Minority Affairs. Consisting of twenty-four busi-
ness, political, and religious representatives from 
the local black community as well as key members 
of the campus leadership, this Board has already 
begun to pursue strategies that will build on the 
positive relationship we have long enjoyed with the 
black community. 
For the past two years, Kennesaw State faculty 
members have also chaired the Georgia Conference 
on Blacks in Higher Education, a program that has 
received national press coverage and national 
awards. Last year's conference brought together a 
multicultural mix of approximately 300 adminis-
trators, faculty members, theorists, and pracitioners 
who focused on such topics as identifying and re-
cruiting black faculty, identifying the major chal -
lenges faced by black faculty, fostering the retention 
of black faculty, and improving tenure and promo-
tion prospects for black faculty. Featured speakers 
included Dr. Na'im Akbar, Professor of Psychology 
at Florida State University, noted for his specialized 
studies of the psychology of African-Americans; Dr. 
Mary Francis Berry, former U.S. Assistant Secretary 
for Education; Dr. Johnnetta Cole, President of Spel-
man College; and Dr. Charles Knapp, President of 
the University of Georgia. The urgency of this and 
future conferences is reflected in the fact that blacks 
comprise only 2.3% of the full-time faculty at pre-
dominantly white institutions (Wilson and Justiz, 
1988, p. 12). 
I, too, recently published an article in Black ls-
sues in Higher Education (1988, p. 18) arguing that 
the writings of Dr. Martin Luther King, Jr. deserve 
acceptance in the canon of American literature. Be-
cause none of the traditional American literature 
anthologies contain selections from Dr. King, stu-
dents have to hear second-hand accounts of his 
achievements in history or sociology classes. Ab-
raham Lincoln denounced slavery and signed the 
Emancipation Proclamation, and one hundred years 
later King came to the Lincoln Memorial in 
Washington, D.C., to demand full payment of "the 
promissory note" contained in Lincoln's moment-
ous decree. Though students of American literature 
can find Lincoln's arguments in their sophomore 
anthologies, they cannot read King's "I have a 
Dream" speech in the same text. And if academe 
does not consider Martin Luther King "good 
enough" to enter our college classrooms, is it sur-
prising that potential black students have serious 
misgivings about entering those same classrooms? 
And even if a black student decides to pursue a 
college degree, why should he or she desire to be-
come a teacher, especially if it means working in a 
system that traditionally denies the black American 
experience? 
Curriculum reform will remain a strong focus 
of Kennesaw State's attempt to enrich minority par-
t icipation on our campus. Over the past few years 
we have moved from a celebration of Black History 
Week to a celebration of Black History Month, but 
the ultimate goal is to establish a year-long, cur-
riculum-wide focus that ensures a greater under-
standing of all aspects of this country's cultural 
diversity, including our proud heritage of black his-
tory. Emerson says in "The American Scholar" that 
the indispensable office of colleges is to "gather 
ideas from every ray of various genius to their hos-
pitable halls, and by the concentrated fires, set the 
hearts of their youth on flame." Our halls and class-
rooms must be hospitable and open to the great 
diversity of ideas in our multicultural society. It is 
no longer satisfactory to treat minority faculty mem-
bers as if they were a poor relation dependent on 
the charity of their colleagues. Full ownership must 
become a campus-wide reality. And to achieve this 
goal, we at Kennesaw State pledge to maintain a 
commitment to inclusion, not exclusion, refusing 
to accept the myth that access and excellence are 
mutually exclusive; to maintain a commitment to 
honor the diverse appeals for affirmation that come 
to us from on and off the campus; to maintain a 
commitment to provide opportunities for personal 
and professional growth for all of our faculty and 
staff members; and to maintain a commitment to 
the pursuit of strategies that will allow us to facilitate 
increased participation of black faculty, staff, and 




Atwell, Robert H. (1988). Minority participation in 
higher education: We need a new momentum. 
Washington, D.C.: American Council on 
Education. 
Carter, Deborah, Pearson, Carol, & Shavlik, Donna. 
(Fall 1987 - Winter 1988). Double jeopardy: 
Women of color in higher education. Educa-
tional Record, 68, 98-103. 
The Commission on Minority Participation in 
Education and American Life. (1988). One-
third of a nation. Washington, D.C.: American 
Council on Education. 
Dart, Bob. (1990, February 27). Study: 23% of young 
black men in jail, on probation, or on parole. 
The Atlanta Journal and Constitution, p. A-4. 
Franklin, John Hope. (1987, May/June). The 
desperate need for black teachers. Change, 
19, 44-45. 
Green, Madeleine F. (Ed.). (1989). Minorities on 
campus: A handbook for enhancing diversity. 
Washington, D.C.: American Council on 
Education. 
Keller, George. (1988-89). Review essay: Black 
students in higher education: Why so few? 
Planning for Higher Education, 17, 43-57. 
22 
Nettles, Michael T. (Ed.). (1988). Toward black 
undergraduate student equality in American 
higher education. New York: Greenwood. 
O'Brien, Eileen M. (1988, March 15). Causes, 
solutions to declining black enrollment 
discussed at a national conference. Black 
Issues in Higher Education, 5, 1 & 8. 
Office of Minority Concerns. (1987). Sixth annual 
status report. Washington, D.C.: American 
Council on Education. 
Siegel, Betty L. (1988, September 15). Securing 
Martin Luther King's rightful place in the class-
room. Black Issues in Higher Education, 5, 18. 
Wilkerson, Diane White. (1988). The black collegian 
advisement program at Kennesaw College: A 
comprehensive black student retention model. 
In Marvel Lang & Clinita A. Ford (Eds.), Black 
student retention in higher education (pp. 35-
41 ). 
Wilson, Reginald, & Justiz, Manuel J. (Fall 1987 -
Winter 1988). Minorities in higher education: 
Confronting a time bomb. Educational Record, 
68, 9-14. 





Dr. Alex Bailey is the Dep-
uty Superintendent of Ben-
ton Harbor, Michigan, Public 
Schools. 
Dr. Burnis Hall is the As-
sociate Dean, College of Edu-
cation, Wayne State Univer-
sity. 
Introduction 
Public schools in America can be successful for 
African American students. Education That Works: 
An Action Plan For The Education Of Minorities 
(Massachusetts Institute of Technology, 1990) stres-
ses that despite a plethora of obstacles, African 
American students have achieved at the highest 
possible levels. Numerous other sources (e.g., Sow-
ell, 1986) document the educational excellence that 
has been achieved by Black Americans and the out-
standing public schools which contributed to their 
excellence. A recent National Assessment of Educa-
tional Progress (1990) report indicates that "The ad-
vances in reading performance made for minority 
students - particularly Black students - between 
1971 and 1988 are an exception to the otherwise 
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gradual patterns and represent very real progress 
for our nation" (p. 13). 
What are the realities, though, for the vast 
majority of African American students who experi-
ence public schools? While successes exist and the 
achievement gap has narrowed in relation to their 
White counterparts, the majority of African Amer-
ican students score below grade level, with many 
not able to perform at a functional level. The inabil-
ity of these students to succeed has contributed to 
a 35 percent dropout rate (Baker, 1989) and 40 per-
cent more young African American males are in the 
criminal justice system than are in college (Rey-
nolds, 1990). 
These statistics - deplorable as they are - rep-
resent only the tip of the iceberg regarding the fail-
ures of America's public schools to effectively edu-
cate African American students. We propose that 
drastic changes are needed at the national, state, 
community, district, building, and classroom levels 
if significant improvement is to occur in the 1990's. 
National And State Levels 
President Bush, proclaimed as the "education 
President," has drawn attention to the need to im-
prove public education through activities such as 
establishing national education goals through col-
laboration with the governors (Geiger, 1990). How-
ever, virtually no substantive change has occurred 
during his administration to improve public educa-
tion for African American students. Compared to 
other countries, the U.S. spends significantly less 
on public education, especially at the federal level 
23 
(Miller, 1990). While the federal government spends 
hundreds of billions on economic and military 
budgets, a significant increase in funding for educa-
tion has not occurred. The lack of financial commit-
ment hampers efforts to resolve educational prob-
lems for African American students. 
Funding is also an issue at the state level and 
should be accompanied by more equitable funding, 
with special consideration given to urban schools 
because they serve the vast majority of African 
American students. State leadership must integrate 
funding and instructional issues. State require-
ments for increasing the time students are required 
to be in school and the funding of supplemental 
programming such as pre-school, extended day, 
and summer school are essential. However, addi-
tional funding will not make a significant impact if 
local districts are not receptive to change and com-
mitted to school improvement for all racial groups 
and social classes. 
Community, District, Building, 
And Classroom Contexts 
Commitment, urgency, and accountability are 
factors which must be driving forces for each of 
these four contexts if significant improvement is to 
occur for African American students. Although 
space does not permit a detailed elaboration of 
these three factors, a short discussion is needed. 
Commitment represents the will or desire to 
improve and also reflects investment of personal 
time and energy. Commitment is best measured by 
the degree to which individuals personally immerse 
themselves into efforts to improve education for 
African American students. Urgency focuses on a 
"sense of nowness" for addressing the issue. It also 
means making improvement for African American 
students a top priority as opposed to one of the 
many worthwhile endeavors to pursue when time 
and resources allow. Accountability defines desired 
outcomes, evaluates results, and makes needed ad-
justments in actions as a function of the results. A 
unique interrelationship of these factors is needed 
among the four contexts of a school system. In es-
sence, community, district, building, and classroom 
levels must work in unison for each to effectively 
demonstrate the commitment, urgency, and ac-
countability necessary to make a meaningful posi-
tive difference for African American students. 
Further, these four contexts must fulfill their unique 
role for significant school improvement to be 
realized by African American students. 
Community Context 
The community context involves funding, citi-
zen support, and parental involvement. The process 
of funding public education results in financial sup-
port by the local community often determining edu-
cational quality. In addition to financing, citizen de-
mand for educational excellence has a profound 
effect on the behavior of school boards. Thus, citi-
zens in a culturally diverse community can exert 
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political pressure on the school board to generate 
policies that include all students. In effect, the com-
munity's power structure, often separate from the 
board of education, can make school improvement 
for all students, and especially African American 
students, a top priority. 
Although parents generally constitute less than 
25 percent of the local citizenry, they play a special 
role in how seriously students view school and their 
mental and physical preparedness to learn. Specifi-
cally, parents must assure that their children are 
regularly in attendance, believe that school success 
is important and that they can succeed, and have 
sufficient sleep, nutrition, and psychological sup-
port to be ready to learn. Further, parents need to 
provide a time and place for homework and monitor 
their children's non-school activities such that they 
are not distractors. 
Parents must also be involved with their chil-
dren's school through attendance at activities, visits 
to classrooms, and participation in meaningful gov-
ernance through advisory committees or councils 
(Haynes, Comer, Hamilton-Lee, 1988). If the school 
resists substantive participation in governance, par-
ents must confront the school system and demand 
a greater voice in participation. Lastly, while all of 
the aforementioned parental tasks are imple-
mented, school personnel must still believe that 
they can effectively educate African American stu-
dents when one or more of the above variables are 
not met. 
District 
The issues on which the board of education 
spends its time send a message to the superinten-
dent, central office staff, principals, teachers, and 
the community regarding what its real priorities are. 
In the same sense, the issues which individual board 
members discuss with the superintendent com-
municate priorities. If the local board of education 
chooses school improvement for African American 
students as a priority, it must send a clear message 
communicating such, and behave- collectively and 
individually - to prompt improvement. Too often 
boards of education as governing entities, and indi-
vidual members as elected officials, give "lip ser-
vice" to school improvement for African American 
students. However, they do not behave on an on-
going, consistent basis to cause school improve-
ment to happen. 
The superintendent can influence board be-
havior. The superintendent determines the extent 
to which school improvement, as opposed to main-
taining the status quo, is pursued. As with the board 
of education, people interpret the superintendent's 
actions to identify the district's priorities. As a result, 
the superintendent must make curriculum and staff 
development district priorities if schooling for Afri-
can American students is to improve. These im-
provements cannot be left solely to the discretion 
of each building. They need the resources and ex-
pertise of a strong central office staff, including the 
superintendent. The curriculum and supporting 
materials must reflect state of the art content and 
approaches which have proven successful, espe-
cially for African American students. The content 
must challenge all students regardless of skill level. 
The traditional curriculum in many American 
schools exemplifies institutional and cultural racism 
(Bennett, 1990), with virtually all subject-matter 
areas under-representing the history, culture, and 
accomplishment of people of color (Pine and Hill-
ard, 1990). The curriculum often presents a euro-
centric, monocultural perspective of the world in-
stead. The curriculum should utilize a multiculture 
approach which depicts an accurate representation 
of the accomplishments of all peoples and areas of 
the world - including Africans and Africa. The mul-
ticultural approach will result in African American 
students having a complete and accurate under-
standing of their heritage which will facilitate en-
hanced pride, identity, and a sense of "connected-
ness." 
The multiculture approach does not have to 
work counter to patriotism or identity with America. 
Specifically, it can demonstrate the richness of our 
cultural differences and strength of our unity as a 
nation (Ravitch, 1990). All students - regardless of 
color - benefit from a multiculture curriculum. In 
today's world, multiculturalism is "basic education" 
(Tiedt and Tiedt, 1990). 
Staff development is important since teachers 
have not been trained to interact in a culturally di-
verse environment. Teachers need to acquire new 
skills and gain an array of methods and techniques 
to effectively reach a culturally diverse population. 
In the 1970's and 1980's great strides were made 
in establishing high quality commercially and dis-
trict-made staff development programs. Edmonds 
(1979) noted that the knowledge to improve stu-
dents' education is available; the challenge is put-
ting it into practice. 
Too often staff development has been volun-
tary, resulting in many teachers who need skill en-
hancement receiving minimal training. Staff de-
velopment must be comprehensive, on-going, and 
long-term, stressing an individual development 
plan for each teacher. The individual development 
plan - constructed by the teacher and principal -
needs to have required elements. For marginal and 
ineffective teachers, their improvement cannot be 
left to personal choice - if cultural diversity is an 
important district goal. 
Building 
Our major theme for this level is that a building 
must have annual and long-term school improve-
ment plans. Without such plans, the improvement 
of education for African American students is left 
to chance. This, in effect, results in the status quo. 
The principal must serve as the catalyst for creating 
these plans and collaboratively involve staff and 
parents. 
Two tested approaches which have yielded 
positive results in numerous schools for developing 
and implementing school improvement plans are 
the Comer (1988) and Lezotte (1987) models. The 
Comer Model - summarized in Figure 1 - has a 
mental health emphasis, as well as stressing cogni-
tive and social skills. It also emphasizes positiveness 
as opposed to dwelling on deficiencies (Gibbs and 
Huang, 1989). 
Figure 1 
Comer's School Development 
Program for School Improvement 
1. Governance and Management Team 
- Lead by principal 
- Representative of all adults involved in the school 
(e.g., teachers, parents, and social worker) 
- Approximately 8-10 members 
- Meets weekly 
- Focuses on planning, resource allocation, curriculum, 
social climate, staff development, coordination of 
activities, and parent involvement 
2. Mental Health Team 
- Composed of a classroom teacher, special education staff 
member, social worker, and school psychologist 
- Integrates mental health principles into school activities 
- Works with teachers to prevent problem behavior 
- Works with teachers on child development and mental 
health sensitivity issues 
- Deals with classroom referral 
3. Parent Participation Program 
- Focuses on structuring broad-based activities for a 
large number of parents 
- Stresses parents working as tutors or aides 
- Involves parents in school governance 
4. Curriculum and Staff Development 
- Stresses curriculum planning which integrates a mental 
health approach into curriculum activities 
Provides training, direction, and support to teachers 
Has teachers review achievement data to identify needs 
Establishes staff development objectives 
Encourages teachers to submit social skills curriculum 
proposals and student self-concept activities 
Examines the effectiveness of basic skills instruction 
The Lezotte model - highly reliant on the works 
of Brookover and Edmonds - focuses on enhancing 
cognitive learning in basic skill areas. It focuses on 
the following seven correlates which have been 
identified with schools in which students effectively 
mastered basic skills : (1) safe and orderly environ-
ment, (2) clear and focused school mission, (3) in-
structional leadership, (4) climate of high expecta-
tions, (5) opporunity to learn and student time on 
task (learning), (6) frequent monitoring of student 
progress, and (7) home-school relations. Additional 
concepts which can be integrated into these seven 
factors stressed by other effective schools propo-
nents are tightly coupled and academically rich cur-
riculum, and collegial or shared responsibility for 
instructional decisions (Murphy, Weil, Halliger, and 
Mitman, 1985; and Stedman, 1987). Figure 2 depicts 
the seven step Lezotte model. 
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Figure 2 
Lezotte Model For School Improvement 
1. Staff orientation (to effective school information and 
purpose of a building school improvement plan) 
2. Select a building planning team (to oversee the project, 
with the principal as chairperson and membership 
composed of teachers, parents, and students) 
3. Conduct a needs assessment (review all available data on 
student performance, including standardized achievement 
test results) 
4. Select concerns (target three or four specific activities 
on which to focus present year's efforts; e.g., reading 
instruction) 
5. Develop an action plan (for each selected concern, specify 
who is going to do what to assure accomplishment) 
6. Implementation (of action plan) 
7. Evaluation (of progress for present year on selected 
concerns and feedback loop to step three or four to begin 
next school year) 
In summary, the Comer and Lezotte models pro-
vide reference points for buildings to establish an-
nual and long-term school improvement plans. 
Without these plans, positive improvements for 
African American students are left to chance. 
Classroom Level 
In order for teachers to significantly improve 
the achievement of African American students, they 
must be well versed in a number of teaching meth-
odologies. Teaching is situational. There is no _one 
"magical" method which is effective all the time, 
for each student, under every condition. Effective 
teachers are knowledgeable in matching teaching 
methodologies with all of the numerous situational 
variables which exist in a classroom. Figure 3 lists 
teaching methodologies which have strong theoret-
ical and research bases and have demonstrated 
effective results over time (Bartz, Hillman, and De-
Mont, 1988). 
Figure 3 
Effective Teaching Methodologies 
1. Time on learning 
2. Teaching by objectives or skills 
3. Adaptive or individualized (self-pacing instruction) 
4. Mastery learning 
5. Cooperative learning 
6. Matching learner style with instructional mode 
7. "Learning by doing" (games, simulations, experiments, 
hands-on activities) 
8. Direct or explicit instruction 
9. Discovery or inquiry (also referred to as implicit or 
non-directive) 
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Characteristics such as personal interest in stu-
dents, warmth, high expectations, loving and caring 
actions, making learning fun, being firm but fair, 
and believing that each student can be successful 
are extremely important (Stallings, 1985). These 
characteristics are universal to effective teaching 
and need to be integrated into all methods. 
Another important aspect for improving school-
ing for African American students is a supportive 
socio-psychological climate. Figure 4 presents fa~-
tors which are important for teachers to address in 
establishing a socio-psychological climate in class-
rooms conducive to maximizing learning (Walberg, 
Schiller, and Haertel, 1979). 
Figure 4 
Climate of Classroom 
1. Cohesiveness of students 
2. Satisfaction of students 
3. Challenging and attainable learning activities 
4. Reduction of friction between students and between 
teacher and students 
5. Reduction of cliques among students 
6. Reduction of apathy (group and individual students) 
7. Reduction of favoritism by teacher 
8. Group or classroom organizational identity 
9. Teacher support of instruction programs 
10. Open communications and friendly atmosphere 
11. Purposeful or "businesslike" approach 
Conclusions 
Public schools can be effective for African Amer-
ican students, but most will remain ineffective un-
less drastic changes occur. Commitment, urgency, 
and accountability must be driving forces at the 
district, community, building, and classroom levels 
for these changes to occur. A significant increase 
in funding, with special attention for districts with 
high percentages of at-risk children, is needed from 
the federal and state levels. All aspects of the com-
munity, and especially the power structure, must 
make improvement for African American students 
a top priority. 
Curriculum and staff development must be 
changed, with leadership coming from the district 
level. Each building must have an annual and long-
term plan for implementing improvement. Lastly, 
teachers must establish a socio-psychological cli-
mate in classrooms conducive for learning and ef-
fectively utilize teaching methodologies which have 
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Historically, the field of educational administra-
tion has relied on traditional models borrowed from 
organizational and social science theories. These 
models have also served as the foundation for the 
definitions of the work, roles, and tasks of educa-
tional administrators. The reliance on these models 
in educational administration has basically led to a 
lack of understanding and a failure to integrate ra-
cial or cultural diversity (Giroux, 1988). This neglect 
of minorities and cultural diversity has also led to 
a paucity of attention to minorities with respect to 
various administrative aspects of schooling such as 
student placement and ability grouping (Burbules, 
1989). To be sure, there have been a number of 
recent works addressing various aspects of racial-
cultural diversity and educational administration 
(Foster, 1986; Jack, 1989; Yeakey, Johnson & Adki-
son, 1986). However, the field of educational admin-
istration has failed to make racial and cultural diver-
sity an integral part of the discipline and the skills 
and knowledge associated with administrative pos-
itions. 
Educational Administration programs have a re-
sponsibility to make significant inclusion of racial 
and cultural diversity in educational administration 
for two reasons! (1) The changing demographic 
structure of American society indicates the nation 
will become more racially diverse - not less. The 
shift in student population to a majority non-white 
clientele will force more educational institutions to 
address ways in which they will deal with these 
new diverse groups who might not fit the typical 
WASP suburban middle class student model. (2) 
The nature of a democratic society is one which is 
based on equity where all members start from the 
same place in order to succeed. School adminis-
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trators have to realize that some non-white students 
have an improved chance at succeeding in all as-
pects of schooling if they encounter a school culture 
that is African-American or Hispanic-American cen-
tered in terms of curriculum. These non-white stu-
dents need to be in contact with school adminis-
trators and teachers who are familiar with cultural 
diversity. This knowledge will be useful to help stu-
dents of color succeed. In addition, we are living in 
an age which requires educators in general, and 
educational administrators in particular, to inte-
grate information about various aspects of school-
ing and society. Since we now live in an era where 
cultural diversity is the norm, then it behooves those 
in educational administration to become more edu-
cated about the interaction of non-white culture and 
schooling. 
Demographics: The Changing Student 
Population and School Administration 
Changing demographic patterns indicate in-
creases in non-white students nationally. The Na-
tional Coalition of Advocates for Students (1988) 
has reported that an explosion of new immigrants 
coming into the United States has been substantial 
over the last ten years, as evidenced in California, 
which has seen a 28 percent increase in this popu-
lation. For many of these students, English is not 
their primary language and they have encountered 
difficult acculturation problems. In addition, the 
school system has discouraged these students by 
placing barriers such as tracking; standardized test-
ing; and lack of bilingual, multicultural, or other 
supportive educational services in their paths. Often 
these new immigrant students have faced a high 
degree of cultural harassment. For socioeconomic 
reasons, many of these students are transient as 
their families attempt to find stable employment 
and living conditions (National Coalition of Advo-
cates for Students, 1988). 
These same school system practices have had 
a negative impact on large segments of the growing 
non-white student body of African-Americans and 
Hispanic-Americans. For example, "in 1984, there 
were sixteen states in which minority public school 
enrollment exceeded 25 percent. Ten of those states 
had the highest drop-out rates during that period, 
ranging from a high of 43.7 percent to a low of 34.5 
percent (Trent, 1990, p. 363). The growth of the 
minority student population has taken place in large 
cities as well as in suburban areas and smaller com-
munities (Trent, 1990). This growth has led to a 
number of inequities in terms of the treatment of 
these new cultural majorities. For instance, an 
examination of U.S. Census data for 1984 and 1986 
has discovered patterns of increasing suspension, 
corporal punishment, and special education place-
ment rates among minority students (National Co-
alition of Advocates for Students, 1988). As a result, 
while school districts are becoming more culturally 
diverse, little effort is evidenced that systemic 
changes have been made to alter negative school 
administration practices related to discipline. 
Additionally, public school districts with diverse 
populations have not aggressively sought to in-
crease the number of minority teachers and ad-
ministrators. This is especially true among school 
administrators where white males have continued 
their dominance. A 1988 research study conducted 
by the State University of New York-Buffalo (SUNY-
Buffalo) indicated that only 3 percent of the superin-
tendent positions in New York state were held by 
non-whites. African-Americans accounted for 9 per-
cent of the deputy or assistant superintendents; 6 
percent of the high school principals; 9 percent of 
the junior/middle school principals; and 7 percent 
of the elementary school principals. Hispanics, 
meanwhile, comprised 3 percent of the deputy or 
assistant superintendents and 3 percent of princi-
pals at the secondary and elementary school levels 
(Survey, 1988). 
Another study by Feistritzer (1988) showed re-
sults similar to the SU NY-Buffalo survey. In addition 
to finding the white male dominance among school 
administrators, Feistritzer's results indicated that 
"the administrators of our public schools are gener-
ally one mind and have their heels dug in" (Rodman, 
1988, p. 1 ). Among the over 3,500 school adminis-
trators surveyed in the study-
no significant differences in attitudes between 
school administrators in their 30's and those in 
their 60's. They think their schools are great, 
which is out of sync with what the public thinks. 
The thing that fell out of the data is that we 
really do have an insular group of people who 
are in charge of the educational enterprise in 
this country (Rodman, 1988, p. 23). 
Feistritzer based her conclusions on the responses 
that the administrators gave to questions concern-
ing the level of job satisfaction and the quality of 
schools and teachers. Seventy percent of the 
superintendents and 60 percent of the principals 
surveyed gave the public schools high ratings for 
improved standards and quality. Overall, the results 
indicated that the current group of school adminis-
trators were white, male, and satisfied with public 
schooling in the United States. 
Furthermore, it seems as if the trend of white 
male dominance will continue given the paucity of 
minorities entering the field. Edson's (1989) study 
showed how so few Hispanic and African-American 
females have entered the field of educational ad-
ministration. According to Edson, this problem has 
been due to the racial and sexual barriers of dis-
crimination that non-white women of color have 
had to face in order to become administrators. Re-
vere (1987) found a similar small number of African-
American women in the superintendency. She re-
ported that during the 1984-85 school year, there 
were 29 African-American female superintendents 
who represented 0.18 percent of the over 16,000 
public school districts in the United States. Even 
though this showed an increase when compared to 
1970 (when there were only 3 reported), the small 
numbers still signal the slow movement of African-
American females into the superintendency. The 
paucity of minorities at University Council for Edu-
cational Administration (UCEA) institutions was 
also reported by Roberts (1989). When he surveyed 
UCEA administrator preparation programs, he 
found a significant decline of African-American stu-
dents, particularly males. This downward trend has 
taken place since the early 1980's. His results 
showed that fewer African-American males were 
being admitted, matriculating, and graduating with 
doctorates in educational administration. Finally, 
Roberts found that almost 23 percent of the UCEA 
member institutions did not even consider race in 
their recruitment of students or keep records ac-
cording to race. 
In essence, the small numbers of minorities in 
educational administration have not matched the 
growing numbers of minority students in many 
public school districts. From the standpoint of racial 
and cultural balance, more efforts are needed to 
make the field of educational administration more 
reflective of the cultural diversity within com-
munities. 
The Importance of Minority Administrators 
One must be cautious in terms of the type of 
administrator that should be in the public schools 
today. There are some excellent white adminis-
trators who have worked well in minority school 
settings, and their leadership should be encour-
aged. However, based on the Feistritzer and SUNY-
Buffalo studies, it is imperative that changes be 
made to increase the numbers of minority adminis-
trators. 
A caution lies in the model minority adminis-
trator. The popular media and the Reagan adminis-
tration portrayed Joe Clark, the former principal of 
Eastside High School of Patterson, New Jersey, as 
the model minority school administrator (Kirp, 
1989). His image was so popularized that the film, 
"Lean on Me" was made about his tenure at East-
side. However, Clark's image as a great minority 
administrator did not reflect the grim reality that 
his reign inflicted upon the school, such as: 
1) his claim of being the great educator did 
not extend to the more than 3,600 students 
he expelled from Eastside; 
2) the students' test scores on New Jersey 
high school standardized tests were well 
below the state's average; 
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3) the reading scores at the school were among 
the bottom third of the nation's high school 
seniors; and 
4) the resignation and transfer rate among 
the school's teachers and other staff 
members was extremely high, which 
indicated an unstable educational program. 
(Hawkins, 1988, p. 19). 
No one will deny that teachers and students need 
to work in a safe school environment in order to 
accomplish the tasks of teaching and learning. Fur-
thermore, the administrator has been central in 
creating this environment. But minority (and major-
ity) administrators who have acted like Joe Clark 
provide a grave disservice to students of color. In 
essence, these administrators have put forth the 
image of a well run school but in reality, the "strong 
arm" tactics do not work in the end. These methods 
fail because such administrators generate a vision 
that control supersedes instructional and commu-
nity concerns. Lomotey's (1989) case studies of Af-
rican-American principals at three schools (with a 
wide range of minority enrollment) showed that the 
successful administrators shared three characteris-
tics: 
a) a strong commitment to the education of 
African-American children; 
b) a deep compassion for and an understand-
ing of their students and of the communities 
in which they work; and 
c) a sincere confidence in the ability of all 
African-American children to learn. 
(Lomotey, 1989, p. 150). 
Lomotey speculated that the last finding was prob-
ably the most important aspect of the study. Among 
the principals in the case studies, effective com-
munication and interaction resulted because the Af-
rican-American principals were able to understand 
their African-American students and their com-
munities. This understanding, according to 
Lomotey, "could positively affect academic 
achievement," (p. 151 ). One of the ways in which 
this shared understanding of culture worked was 
the strong priority that the successful principals 
placed on community involvement. This finding 
was also borne out in a series of articles in a special 
issue of the Journal of Negro Education on success-
ful urban schools. Among the common aspects of 
building an effective school, (e.g., visionary leader-
ship, importance of instruction), one of the variables 
showed by all of the schools was "the value of 
cooperative and collaborative relationships with 
parents and community groups," (Jordan-Irvine, 
12988, p. 241 ). 
Finally, the aspect of culture and cultural sen-
sitivity has been an urban resource that adminis-
trators have used in the past to enhance school 
improvement among the students. Historically, 
schools have operated under the mythology of cul-
tural neutrality. In reality, cultural hegemony has 
been at work through socialization in the schools. 
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According to Anderson (1978), this cultural 
hegemony has taken the form of creating false 
promises of better jobs and college admission as 
measures to encourage African-American students 
to accept Euro-American culture as necessary for 
socioeconomic mobility. This has occurred despite 
the fact that schools have not had the determining 
effect on mass economic mobility for minorities (p. 
57). Anderson has placed part of the blame for the 
Euro-American acculturation on school adminis-
trators: 
School administrators help to identify and 
promote the goals of the dominant culture, 
and they also determine and operationalize 
the means for modifying and shaping that 
culture. These actions have little to do with 
concerns for the ability to read and calcu-
late. The main concern is with the way of 
life that Euro-America wishes to Foster for 
its own benefit and as a basis for a national 
culture. The cultural development of Afro-
America is viewed as antagonistic to Euro-
American hegemony and, therefore, to na-
tional unity (p. 52). 
Anderson does not call for cultural separation, or a 
neglect of the "basics" (i.e., what students need to 
know with regard to reading, writing, and other 
academic skills). However, he argues that the 
schools should use the culture of minorities to set 
the "instructional and social standards for evaluat-
ing the intellectual and social standards for excel-
lence of children ... within the context of that cul-
ture" (p. 47). 
We can see evidence of this, as a small number 
of schools have explored new ways to integrate a 
multicultural focus to the curriculum (Johnson, 
1989). The importance of bilingua l/bicultural educa-
tion should also be stressed as well. Rodriguez 
(1989) has reported the following positive aspects 
on bilingual/bicultural education programs: 
High school students in bilingual programs 
also have significantly higher attendance 
rates (90%) and lower dropout rates (16%). 
School administrators report that participa-
tion in bilingual programs enhances self-es-
teem and contributes to a more positive self-
concept. Bilingual programs have been 
doing a good job of keeping students in 
school - something the regular school sys-
tem has not been able to accomplish (p. 
148). 
However, Rodriguez points out that bilingual/bicul-
tural programs have not been fully supported in the 
United States. Given the success of bilingual pro-
grams, it is important for school administrators to 
rely on the resource of minority student culture to 
enhance the learning of all students. Administrators 
should press for more funding for bilingual/bicul-
tural programs. 
> 
Calls for Reform in Educational 
Administration: The Importance of Diversity 
There are at least four aspects of change that 
need to take place in the field of educational admin-
istration, the schools, and the larger society in order 
to attempt to halt the downward spiral of non-white 
student aspirations and achievement: 
First, more minorities have to be prepared as 
future administrators. Systematic efforts need to be 
undertaken by all of the major administrator prep-
aration programs to actively recruit, graduate, and 
place minorities in administrative positions. To be 
sure, new efforts have been undertaken at various 
institutions. But these efforts need to be multiplied 
because of the increasing age cohort of the current 
predominantly white male administrators who will 
be retiring within the next century. 
Secondly, while in these programs, the 
graduate students need to be exposed to various 
readings, class discussions, lectures, etc. on racial 
diversity, urban issues, critical theory, and action 
research on race, gender, and class. Preliminary 
studies done by Shapiro & Parker (1989) and 
Jackson (1989) indicated a widespread systematic 
lack of exposure to the aforementioned areas 
among educational administration graduate stu-
dents. If the field wants to prepare future leaders 
to be change-agents with respect to the new 
majorities of non-white students, the academic 
program and content within the field has to formally 
incorporate more critical theory and practice 
oriented research on students of color and school-
ing in U.S. society. In some programs, the students 
have received this exposure. However, it has been 
sporadic arid in most cases, student initiated. It has 
not been the result of a systematically designed 
curriculum and programs in educational adminis-
tration. Specifically, the areas of critical theory (e.g., 
Burbules, 1989; Giroux, 1988; McCarthy & Apple, 
1989), gender, race, and class (e.g., Bell and Chase, 
1989; Grant and Sleeter, 1988; Shakeshaft, 1987) 
have made important contributions toward an un-
derstanding of the dynamics of the current interac-
tions among ideology, the political economy, and 
schooling. Future administrators need this refer-
ence point to understand cultural diversity. 
Third, more school administrators, regardless 
of race, have to be made sensitive to the needs of 
students of color. They should be aware of the in-
voluntary and voluntary status of various minority 
students and how the schools and society relate to 
students from different cultures in dissimilar and 
discriminatory ways (Ogbu, 1987). Future school ad-
ministrators also have to make more inroads into 
the non-white communities. These contacts are im-
portant because community involvement with the 
schooling process will help non-white student 
achievement. 
Finally, society in general and school adminis-
trators in particular have to rethink and ask about 
student goals and expectations. For example, as an 
administrator, is it desirable to be like a Joe Clark 
and institute massive suspensions and expulsions 
or assist in the special education placement of 
minority students? Will these aspects of school 
structure help these students in the long run? Will 
tracking ad ability grouping help or hurt the prog-
ress of all students, particularly those of color who 
are already doing poorly in school? Will residential 
segregation continue to have a negative impact on 
the guality of education received by minorities (Or-
field, 1989)? And finally, will we as a society con-
tinue to spend more money on a savings and loan 
bailout, as opposed to education and other social 
problems (Rosenbaum, 1990)? 
Conclusion 
In this paper, I have argued that racial and cul-
tural diversity are important to the field of educa-
tional administration. Student demographic pat-
terns have indicated a rapidly increasing number 
of non-white students in many states and school 
districts. This rise in non-white students has not 
been matched by a similar increase in the number 
of minorities in school administrative positions. De-
mographic reasons alone support the case for in-
creased diversity and an increase in the number of 
minority administrators. The ways in which we pre-
pare future administrators to be sensitive to diver-
sity and non-white cultures in schools should also 
be a priority. Future administrators need to question 
and work to change school organizational and ad-
ministrative practices which have a negative impact 
on the achievement levels of minority student ac-
cess to learning. Finally, we as a society need to 
place a greater commitment in resources that edu-
cate all students, not just those who have con- . 
formed to traditional cultural models. 
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